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When parents are present and play an active role in their child’s development, they are 
capable of protecting them from negative characteristics in their neighborhoods that may lead to 
poor academic and socioemotional outcomes. Family involvement, therefore, is very important 
because active parents can guide their child’s transition into kindergarten, setting the foundation 
for a successful educational trajectory. Yet, there is not much research available that speaks to 
the specific cultural nuances that low-income Black families face in regard to their in-school and 
at-home parenting practices. Utilizing an asset-based approach that privileges the perspectives of 
the participants, this dissertation utilizes qualitative research methods (e.g. in-depth interviews, 
note-taking, and photographic documents) to capture the lived experiences of 21 Black mothers 
residing in a targeted neighborhood within Chicago.  
Several findings emerged in this study. First, while mothers have various beliefs about 
what it means to be ready for school, primarily their focus is on teaching nominal knowledge 
(i.e. letter, numbers, colors, or shapes) and skills for emergent literacy development (i.e. reading, 
writing, spelling, tracing, or drawing). Extended family members, including grandparents, aunts, 
and cousins as well as residential and non-residential fathers and siblings are each contributing to 
the school readiness preparations for the majority of families (n=20). Mothers in this study 
demonstrated that beliefs about education are intergenerational, including beliefs surrounding 
academic achievement and parenting values. Subsequently highlighting the lack of resources 
available in their neighborhoods to support their children during the transition to primary school. 
However, these mothers also demonstrate their resilience by making use of the tools available, 
such as Head Start programming. Lastly, mothers provide policy and practice recommendations 
to support families during the transition from preschool to kindergarten. Findings from this study 
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produce descriptive data (i.e. the written words, spoken words, or observed behavior of our 
Black families) regarding the specific ways these families engage their children in preparation 
for school entry. This provides first-hand accounts on the parenting practices of Black families 
that promote school readiness. While findings from this study aren’t generalizable, many 
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CHAPTER 1: INTRODUCTION AND CURRENT STUDY 
Introduction  
The transition from preschool to kindergarten is a critical period in a child’s 
development, as it sets the stage for their future success in school (Malsch, Green, & Kothari 
2011). Yet, for Black children, their academic development is often at jeopardy. Characteristics 
of their environments (e.g. joblessness, crime, delinquency, drug activity, broken families, and 
dysfunctional schools), while simultaneously exposed to persistent poverty, increases their risk 
to experience poor academic and socioemotional outcomes, (Galster, 2012; Sharkey & Elwert, 
2011; Wilson, 2009). In particular, poverty has been associated with a range of negative 
outcomes for young children, including poor physical health, delayed language and cognitive 
development, decreased academic achievement/ educational attainment, poor behavioral/ social 
skills, amongst many other factors.  
As a result, upon kindergarten entry, we notice a difference in cognitive knowledge and 
skills as well as approaches to learning among children from varying socioeconomic statues 
(NCES, 2016). In fact, in the Early Childhood Longitudinal Study, at every time series, 
demonstrates that children from lower SES households were outperformed by children from 
more affluent households in their ability to 1) pay attention in class, 2) persist in completing 
tasks, 3) show eagerness to learn new things, 4) work independently, 5) adapt easily to changes 
in the routine, 6) keep belongings organized, and 7) follow classroom rules, (2016). With a rating 
of 1 (never) to 4 (very often), Black children overall performed the worst, with a 2.8 average 
score. Parental education caused variations in the score as well. Children whose parents had a 
high school diploma or less, only scored on average a 2.8 versus a 3.1 for those families whose 
parents completed a bachelor’s degree. Residing in a two-parent household yielded a 3.0 score 
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on average, compared to a 2.8 for a mother or father only household. Lastly, children below the 
poverty threshold only scored on average a 2.8, compared to a 3.1 from those above 200 percent 
or more of the poverty threshold (NCES, 2016). While these variations seem minor, these slight 
differences represent a child who is able to adjust easier in a kindergarten setting, versus a child 
who struggles with basic classroom directions and material. 
As children from lower SES household’s progress through their schooling, they remain 
behind in their abilities in comparison to other students (NCES, 2016). When calculating the 
average reading, mathematics, and science scores of children who never meet positive 
approaches to learning behaviors (achieve a 1 rating on a scale from 1-4), compared to those who 
meet them very often, the difference is despairing. As each year passes, students who initially 
failed at meeting positive approaches to learning fall even further behind. For example, in 2010, 
students who received a (1) rating scored on average a 29 in mathematics compared to a 42 by 
students who scored a (4), a 13-point difference. By 2012, this difference in achievement grew to 
24 points, with average test scores at 52 versus 76 consecutively (NCES, 2015).  
There are varying theories as to why these differences exist. One theory being, before 
these children are even introduced to formal education, they are lacking needed resources within 
their homes and preschool settings, including limited access to books and educational toys. As 
previously illustrated, persistent poverty undermines the social and economic well-being of 
Black families, and the educational trajectories of their children. Subsequently, the individuals 
and families within the neighborhood settings shape child development (Mare, 2011; Sharkey & 
Elwert, 2011). The availability of certain resources, such as positive role models, safe spaces, 
and viable businesses, contribute to this development. Concentrated poverty decreases the 
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likelihood of these resources being present, thus decreasing the likelihood of healthy 
developmental outcomes for Black school-aged children in these settings.  
However, despite constant subjection to the various risk factors within their 
neighborhoods, there are some Black children who excel in school, demonstrating healthy 
academic and socioemotional development (Winfield, 1994; Murry et. al., 2001; Jarrett, 2008; 
Jarrett, 1999). Individuals who have the ability to overcome adversity, difficult life 
circumstances, and maintain normal psychosocial development are described as resilient (Jarrett, 
2008; Jarrett, 1999). There are varying perspectives as to how resilience is developed. Yet, the 
strongest indicator for Black children living in low SES neighborhoods is family (Walsh, 2002; 
Jarrett, 1995, 1999, 2008) 
As children transition from preschool to kindergarten, they are increasingly exposed to 
direct effects within their neighborhood, (Snyder & Dillow, 2015). For children residing in 
neighborhoods plagued by high rates of violence, crime, and overall social disorganization, 
family is critical in guiding this transition, (Klebanov, Brooks-Gunn, Chase-Lansdale, & Gordon, 
1997). Research shows that when parents are present, and play an active role in their child’s 
development, they are capable of protecting them from these negative neighborhood 
characteristics through the utilization of parenting practices and strategies (Gelber & Isen, 2011). 
This dissertation analyzes Black families in a high-risk urban neighborhood, to better 
understand these specific parenting practices. As such, within the context of this analysis 
parenting practices is understood an umbrella term used to define the active role parents take in 
the academic and socioemotional development of their children. Terms included under this 
umbrella concept include parenting style, involvement, and attachment between parent and child. 
Parenting style consists of two dimensions, demandingness and responsiveness (Humphrey, 
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2013). Demandingness refers to the extent in which parents show control, as well as have mature 
demands and supervision in their parenting (Humphrey, 2013). Responsiveness refers to the 
extent in which parents show affective warmth and acceptance (Humphrey, 2013). Parenting 
style can also be referred to as the support and discipline/structure parents provide for their 
children (Humphrey, 2013). Parental involvement refers to the active and visible work parents 
do, both at home and in school settings, with their children to influence their academic 
achievements, and psychosocial well-being (Bono, Sy, & Kopp, 2016; El Nokali, Bachman, & 
Votruba‐Drzal, 2010). Lastly, parental attachment is described as the subjective feelings that the 
child develops toward the parent, such as feelings of love and closeness (Dexter et. al., 2013). 
Research highlights that nearly 70% of impoverished Black children reside in similar 
neighborhoods as adults, continuing the cycle of poverty and disadvantage (Sharkey and Elwert, 
2011). This makes it critically important to examine the mechanisms of transmission (i.e. modes 
of influence, including family, peers, and other environmental factors) in such neighborhoods 
that contribute to their developmental outcomes. As families play such a vital role for young 
children as they transition from preschool to kindergarten, this study will utilize a qualitative 
approach to explore the specific parenting practices of Black families in high-risk urban 
neighborhoods that contribute to their child’s literacy development and preparedness to succeed 
in kindergarten. 
Current Study 
The data that will be presented in this dissertation derives from an ongoing study of 
school readiness that examines the home-based learning activities and parenting practices of low-
income, Black mothers of children transitioning from preschool to kindergarten. Specifically, the 
School Readiness Project examines the beliefs of parents on their understanding of school 
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readiness, and their specific parenting practices in order to gain a better understanding of the 
strategies families are using to promote a positive transition for their children into kindergarten. 
Families involved in the larger School Readiness Study are engaged in school readiness 
activities, including parenting meetings, workshops, group activities, as well as receive 
information pertaining to preparing their children for kindergarten success. Black mothers are 
invited to participate in interview procedures assessing school readiness practices once their 
child is prepared to transition from pre-kindergarten-5 to kindergarten.  
In regard to the current study, the focus of this dissertation is to better understand the 
specific parenting practices of Black families in high-risk urban neighborhoods that contribute to 
their child’s literacy development and preparedness to succeed in kindergarten utilizing 
qualitative research methods. Specific focus is placed on Black mothers, who, according to 
relevant research, are the primary caregivers within the sample. Through the use of in-depth 
interviews, observational note-taking, and photographic documents, this study explores the lives 
of Black families in high-risk urban areas to learn more about their specific parenting strategies. 
These qualitative methods are used to capture individual voice and lived experiences of the 
participants, and aid in producing findings related to family processes.  
Significance 
The need to understand the role parenting plays as a protective factor for Black children 
in high-risk urban neighborhoods is critical. As a disturbing number of Black children reside in 
high-risk urban neighborhoods, they are at increased risk for poor academic outcomes (Galster, 
2012; Sharkey & Elwert, 2011; Wilson, 2009). In fact, recent census data reports as many as 
43% of Black children under the age of 5 are living in poverty, with 23% experiencing extreme 
poverty (US Department of Commerce Bureau of the Census, 2015). This is especially 
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problematic as children are experiencing these high poverty rates during a critical time in their 
brain development, (Leventhal & Brooks-Gunn, 2000; Stagman, & Cooper, 2010; Yoshikawa, 
Aber, & Beardslee, 2012). As a result, recent data on school readiness among Black children 
illustrates that overall, they enter school less prepared than their White and more affluent 
counterparts (NCES 2015, 2016).  
There is not much research available that speaks to the specific cultural nuances that low-
income Black families face in regard to their in-school and at-home parenting practices (Doucet, 
2008). Specifically, the research that does discuss parental involvement in relation to school 
readiness amongst Black children does not address the various ways families engage differently, 
such as through the use of extended family (Humphrey, 2013; Jarrett, Hamilton, & Coba-
Rodriguez, 2015). Furthermore, many parents have a misinformed understanding of the meaning 
of school readiness (Doucet, 2008; Mistry et. al., 2010; Barbarin et. al., 2008; Bono, Sy, & Kopp, 
2016). Therefore, many studies lack information regarding socio-emotional preparedness, and 
specific gender differences in how boys and girls may prepare and behave differently in the 
classroom.  
Lastly, a large amount of research in this area either focuses on older children and 
adolescents or relies on the use of quantitative data and analysis. These large-scale studies do not 
capture the stories, nor give voice to the participants to adequately address how their lived 
experiences shape the academic and socioemotional development of their young children. Which 
such large numbers of Black children entering kindergarten each year, it is imperative that we 
have a better understanding of the role parenting practices play in their literacy development, 
especially for Black children residing in high-risk neighborhoods, who are at increased risk for 
adverse long-term consequences in relation to poor academic performance.  
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Research Questions 
This dissertation seeks to better understand how Black families in high-risk urban 
neighborhoods promote school readiness and literacy development of their school-aged children 
as they transition into kindergarten. This dissertation will focus on specific parenting beliefs and 
practices, involvement of extended family members, intergenerational influences on family 
practices and child academic outcomes, the educational background of parents and its influence 
on involvement styles, as well as neighborhood influences and available neighborhood resources 
that may contribute to a child’s academic and social preparedness to succeed in kindergarten. 
Their involvement in a head start program will also be explored to evaluate how parents 
perceived its level of effectiveness in preparing their children to be successful in kindergarten. 
Therefore, the following questions are used to guide this dissertation: 
 1) What beliefs do Black families have regarding the school readiness of their 
kindergarten-aged children? 
 2) What parenting behaviors and strategies are Black families using to promote 
literacy development with their young children?  
 3) Who are the family members involved in assisting with the child's literacy 
development? 
 4) What are the intergenerational ways Black families convey the importance of 
education to their young children? 
 5) How does parents' educational backgrounds impact their understanding of 
school readiness, and involvement with their children? 
 6) In what ways has head start served as a neighborhood resource by aiding in the 
school readiness preparation of Black children? 
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 7) How do parents identify and utilize essential resources within their 
neighborhoods to prepare their children to transition to primary school? 
Theoretical Framework 
Two main theories operate as the guiding theoretical framework for the proposed study, 
neighborhood resources theory and family resilience theory. Neighborhood resource theory 
focuses on the availability of and access to essential resources that aid in literacy development of 
children within a neighborhood, (Jarrett and Jefferson, 2003). It is an effective theory to explain 
how and why neighborhoods impact school readiness outcomes. The neighborhood resource 
approach examines the direct effects both public and private services (i.e. parks, libraries, child 
enrichment programs, etc.) have on young children, including how they are impacted when these 
services are failing and/or nonexistent (Shihadeh, 2009; Sin, 2011).  
While young children typically have limited exposure to their neighborhoods, which can 
be strictly monitored by their parents, the availability and accessibility of essential resources, 
such as functioning libraries, can have a direct impact on the child’s school readiness 
capabilities. Libraries in high-risk urban neighborhoods have the possibility of presenting parents 
with key information regarding their child’s education, including opportunities for families to 
identify and apply to better schooling options for their children, and enrichment programs. 
Subsequently, access to digital data and information sources, create opportunities for families to 
search for prospective employment /job applications, and community services, which can impact 
their economic, human, and social capital, and increase the school readiness capabilities of their 
children.  
In addition, neighborhood resources can influence collective socialization, also known as 
monitoring/ supervising and role modeling within the larger neighborhood context, (Wilson, 
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2009; Pattillo, 2013). When neighborhoods lack basic essential resources, families are often 
more susceptible to experience social isolation (Wilson, 2009). The effects of social isolation on 
young children in high-risk urban neighborhoods can be longstanding. Collective socialization 
models address this through their analysis of social cohesion (i.e. willingness of members of a 
society to cooperate with each other in order to survive and prosper) and shared norms (Mare, 
2011; Sharkey & Elwert, 2011; Barnes, 2012; Collins et al., 2010; Jarrett, 1995, 1999, 2008). 
Individuals within the neighborhood play a significant role in shaping child development 
outcomes (Mare, 2011; Sharkey & Elwert, 2011). The availability of certain resources, such as 
positive role models, safe spaces, and viable businesses all contribute to this development.  
Subsequently, neighborhood resource theory can be used to highlight the detrimental 
impacts of social isolation. For example, social isolation may interfere with an individual’s 
ability to develop extended key social networks, which are important connections that play an 
essential role in stratification, especially in the sense of upward mobility (Sharkey & Elwert, 
2011). Within urban neighborhoods, parents are highly relying on strong ties, which are 
interpersonal relationships between family, friends, close co-workers, or people whom frequent 
contact has been established (Mare, 2011; Sharkey & Elwert, 2011; Bourdieu, 1986). While 
these relationships can be beneficial for low-income and working-class families, who’s extended 
family members can step in when parents cannot be present, what is often lacking in these 
communities are weak ties. These bridging supports serves as an informal referral system that 
connect families to opportunities in employment, education, and other services that can aid in the 
school readiness and literacy development of their children (Mare, 2011; Sharkey & Elwert, 
2011; Bourdieu, 1986).  
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Therefore, neighborhood resource theory is imperative to the analytic framework of this 
study because it takes into consideration the specific cultural nuances experienced by Black 
families who reside in high-risk urban neighborhoods. The characteristics within their immediate 
environments contribute to exposure to differential access to information services and essential 
information, creating severe disadvantage, and perpetuating the cycle of inequality (Mare, 2011; 
Sharkey & Elwert, 2011). However, even under these conditions, positive family relationships 
have been known to mediate these effects in young children (Pearl et. al., 2014; Bono, Sy, and 
Kopp, 2016; Walsh, 1998, 2002). 
Hence, family resiliency theory, which describes the functionality of families, as well as 
their ability to withstand adversity despite the challenges they experience in their homes and 
neighborhoods (Walsh, 2002), is the second guiding theory in this analysis. This framework 
takes an asset-based approach by focusing on the strengths (i.e. strong interpersonal relationships 
between family members that assist in the rearing of children) of Black families in high-risk 
urban neighborhoods, rather than their deficits (i.e. extreme poverty, limited resources, social 
isolation, etc.), in an effort to better understand how they survive and thrive (Walsh, 1998; 
Jarrett, 1999). Walsh (2002) affirms this by asserting that family resilience theory focuses on 
how to address problems experienced (i.e. what can family members do to improve their 
situations), rather than focusing on how/ why problems exist. Instead of succumbing to the 
characteristics within their neighborhood, the result is a stronger family unit, demonstrating 
change, growth, and family agency (Walsh, 2002). 
Certain characteristics within high-risk urban neighborhoods, such as absentee parenting 
(e.g. large numbers of single mothers and extended family members serving as primary 
caregivers for young children), influence the neighborhood structure, or the societal patterns that 
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influence the actions and behaviors of individuals who reside within (Wilson, 2009). However, 
there are some families who demonstrate their individual agency (i.e. the choices made freely 
within their structural limits). These are the families characterized as resilient due to their ability 
to function despite the larger social-cultural context of their neighborhoods (Walsh, 2002). In 
family resilience literature, this is referred to as a “bio-psycho-social systems orientation” which 
considers the family unit an open-system, combining both ecological and developmental 
perspectives.  
The adaption in their parenting behaviors to ensure the healthy development of their 
children illustrates the strength, ability, and resilience of Black families in high-risk urban 
neighborhoods. However, the popular discourse when discussing Black families, especially those 
living in poverty, often focuses on terms such as marginalization, oppression, and disadvantage 
(Hollingsworth, 2013). This perspective can be very harmful to the way Black families are being 
defined. Despite the adverse conditions Blacks in America have faced due to their racial/ethnic 
backgrounds, as previously discussed in this analysis, it is these same unique qualities that 
contribute to their ability to survive and thrive (Bagley & Carroll, 1998). It is the history, 
experience, and identity of Black families that contributes to their resilience (Hollingsworth, 
2013). 
Therefore, discussing the resilience of Black families is critical when evaluating the 
protective role these parents play for young Black children in high-risk urban neighborhoods 
because it shields these children from possible failure (Dexter et. al., 2013; Humphrey, 2013; 
Pearle et. a., 2014). One might question what makes these families different than other families 
in their neighborhood who experience the same trauma. Walsh (1998) identifies three key 
categories as possible answers, 1) their belief system, 2) their organizational patterns, and 3) how 
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they communicate with each other. Walsh confirms that many of these families  make meaning 
from their adverse situations, and maintain a positive outlook because of their spirituality, and 
overall belief system. These families remain flexible in their approach to parenting and make 
adaptions when necessary (i.e. the use of stricter parenting style to increase their supervision/ 
monitoring of their children). In addition, these families utilize great communication skills (i.e. 
utilization of strong ties/ extended family members when needed) in order to problem solve and 
attain the resources they need to promote school readiness for their children (Walsh, 1998). 
The ability of Black families living in adverse conditions to be resilient is what allows for 
their parenting behaviors to serve as a protective factor for their children. Through generations of 
experienced inequality and resistance, they’ve developed strategies for coping, which influence 
their daily-lived experiences and parent-child interactions. Many families, relying on key 
relationships with extended family members, work to ensure their children are prepared to 
succeed in school as they transition from preschool to kindergarten by establishing academic 
aspirations through the promotion of school readiness activities both at home and in the school, 
and navigating their child’s interactions with their neighborhood. This aids in forming a secure 
positive attachment with their child, thus increasing positive educational outcomes.  
The resilience of black families has long been established (Winfield, 1994; Collins et al., 
2010; Jarrett, 1999; Hollingsworth, 2013). Understanding how these families adapt continuously 
to address outside influences from individuals, families, and larger social systems will aid in a 
better understanding of what role parenting plays on the school readiness of young children in 
high-risk urban neighborhoods. Overall, the benefit of utilizing a family resiliency framework as 
an analytical tool in this paper is its primary focus on family well-being, and healthy family 
functioning.  
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CHAPTER 2: LITERATURE REVIEW 
What is School Readiness? 
 The National Association for the Education of Young Children (NAEYC) broadly defines 
school readiness, indicating that there are various factors to consider when determining a child’s 
ability to be successful in school (2009). This encompasses not only their ability to perform 
academically, but to also have the social and emotional capacity to engage with their academic 
materials, peers, and educators (Bono, Sy, & Kopp, 2016; Britto, 2012). A child who is ready for 
school should be able to demonstrate an ability to grasp basic behaviors and abilities (e.g. 
thinking skills, pre-reading skills, and social skills) that enable them to succeed in a structured 
learning environment (Britto, 2012; Entwisle & Alexander, 1998).  
 Open engagement in the classroom is essential and contributes significantly to a child’s 
school readiness. A child’s ability to engage with their fellow students and teachers places them 
on a path for positive development of cognitive skills, as well as increases their socio-emotional, 
behavioral, and physical health (Britto, 2012; Zill & West, 2001; Ostrosky & Meadan, 2010). 
However, school readiness encompasses much more than a child’s ability and willingness to 
succeed in school. For example, another dimension of school readiness includes how prepared 
the school, its teachers, and other school personnel, are for the child. A school that is prepared to 
promote success for their students will focus on certain aspects within their learning environment 
that aid in supporting children and their families as they transition from preschool into 
kindergarten (Britto, 2012). This includes ensuring there are adequate teaching supplies and 
teaching support inside the classroom, cultural competency standards, bridging supports between 
the home and school environment, as well as overall teacher competence. 
 Another dimension of school readiness highlights how prepared families are for their 
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child’s transition to school. Within the family context, school readiness can be promoted through 
continued support from parents, siblings, and extended family members in the academic and 
social preparation of children as they transition (Britto, 2012; Bono, Sy, & Kopp, 2016; Doucet, 
2008; Fantuzzo, McWayne, & Perry, 2004). This includes ensuring their child knows what to 
expect upon entering kindergarten, completing school assignments in collaboration with their 
children, as well as creating and maintaining supportive networks, such as assistance from family 
members (e.g. grandparents, aunts, uncles, and cousins), friends, neighbors, and community 
members (Jarrett, Hamilton, & Coba-Rodriguez, 2015). This is critically important for low-
income, Black families who live in high-risk urban neighborhoods, as current research highlights 
their reliance on extended family members in the rearing of their children.  
 As will be highlighted in this dissertation, various social determinants (i.e. the conditions 
that shape the environments in which people live) have a significant impact on a child’s 
preparedness for school. Race and socioeconomic status, including the educational background 
of their parents, all play a role in school quality, neighborhood resources that assist is preparing 
child, and parents overall knowledge and ability to ensure their child makes a successful 
transition into school. Understanding these complexities, this paper will use a bi-directional 
approach that examines both the child, and their environment, to better understand how these two 
factors influence each other. Focus will be on understanding how families prepare their children 
for school with the understanding that various social determinants and environmental factors 
influence the participants day to day lives. School readiness, in the context of this dissertation, is 
being defined as a product of interaction between the child, and their environmental influences 
(i.e. family, teachers, and peers) as well as the cultural experiences that influence Black school-
aged children’s overall readiness for school success.  
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Beliefs About School Readiness 
 School readiness has received national focus for its perceived ability to decrease the 
achievement gap by promoting positive development among young children. This is achieved by 
various strategies that address barriers to school entry and learning abilities. However, there is 
contention among parents, educators, and researchers on the meaning of school readiness. While 
all agree that when children are unprepared for the transition to school they face negative short- 
and-long term outcomes (Barbarin et. al., 2008), varying definitions contributes to disagreement 
on how children should prepare and be assessed on their readiness for school success. 
 While previous policies surrounding school readiness focused primarily on language and 
cognitive development, there has been a recent shift in the literature, highlighting the 
significance of socioemotional preparedness on a child’s ability to be successful during their 
transition to primary schooling (Mistry et. al., 2010). Regulatory skills, such as ability to adapt, 
ability to focus and maintain attention, and ability to follow directions are important skills for a 
young child to master in relation to their school readiness capabilities.  
Studies conducted on kindergarten teacher’s perceptions of school readiness support this 
belief (Doucet, 2008; Entwisle, & Alexander, 1998). Many educators identify a child who is 
ready for school by their ability to follow in-class instruction. Yet, research documents that many 
families and preschool teachers are primarily focusing on academic skills and preparedness, such 
as identifying site-words, and reciting the alphabet and numbers (Mistry et. al., 2010). This 
becomes problematic once children transition from preschool to kindergarten, and are prepared 
to do well academically, but suffer socially. For example, statistics demonstrate that Black 
preschool students are five times more likely to be expelled than White, Latino, or Asian 
American students for infractions such as “willful disobedience” (Stagman & Cooper, 2010). 
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While these students may be academically prepared to do well, they may not be equipped with 
skills such as following basic instructions, sitting quietly in their seats, and having full days of 
school with no naps.  
 Specifically, regarding Black families, kindergarten is typically viewed as a foundational 
stage to lifelong success. As such, their approach to preparing their child doesn’t focus on what 
they need to do well in kindergarten, rather what do they need to know to do well in life overall 
(Doucet, 2008). While teachers focus on curriculum and formal plans for teaching and preparing 
children for kindergarten success, among Black families, their activities at home and in school 
aren’t typically formulated in such concrete ways. Their understanding of school readiness 
typically surrounds how they can teach their children to survive their neighborhoods and use 
school as a tool to achieve social and economic mobility.  
Racial and Income Differences in School Readiness 
While research has documented various factors that impact a child’s readiness for school, 
recent literature highlights the significance of both race and family poverty status on a child’s 
overall ability to be academically, socially, and emotionally prepared for school success 
(Barbarin et. al., 2008). Black children, especially those living in high-risk urban neighborhoods, 
are disproportionately at-risk to be unprepared to enter and succeed in schools (NHES, 2012; 
NCES, 2015). On average, these children are demonstrating significantly lower reading, math, 
and vocabulary skills upon entering kindergarten than White students (Sadowski, 2006). Various 
factors play a key role in these differences, including environmental factors and misconceptions 
about school readiness.  
According to data from the 2012 National Household Education Survey, 44% of Black 
children ages 3-6 years old can recognize all letters, 73% can count to 20 or higher, 56% can 
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write their name, and 31% can read words in a book. However, socioeconomic status, which is 
closely associated with racial differences in school readiness, remains one of the strongest 
predictors of academic ability at school entry (Sadowski, 2006). Once you account for poverty 
status among Black school-aged children, differences in school readiness abilities become even 
more disproportionate (NHES, 2012). The National Center for Educational Statistics accounts 
for a nearly 20% difference between children who live in poverty and school readiness, 
compared to those living above the poverty line, at 48% and 75% respectively (NCES, 2015). 
Subsequently, students experiencing high levels of poverty are also more likely to miss days of 
school, have higher levels of distractibility in the classroom, as well as have higher rates of grade 
failure, all of which contribute to decreased levels of school completion long-term (Yoshikawa, 
Aber, & Beardslee, 2012). 
Preschool programs that offer early educational care are the best way to increase school 
readiness and promote long-term academic success (NAEYC, 2009; UNICEF, 2012). However, 
the lack of access to such settings that offer quality educational programs continues to impact the 
healthy academic development of Black children in high-risk urban neighborhoods as they enter 
kindergarten, and overall educational trajectory as they progress through school. This is 
important to highlight because 31% of Black children between the ages of 0-4 are receiving 
center-based care. Many times, the services being offered do not meet the academic and 
socioemotional standards they need to be successful in school. This is problematic as inadequate 
early schooling options decrease their ability to compete academically with more affluent 
students. This is evident in the racial academic achievement gap that shows Black children enter 
kindergarten already behind White and Asian American children (NCES, 2015).    
 Lastly, limited or low levels of parental education also play a key role in preparing young 
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children to be ready to enter and succeed in school (NCES, 2015; 2016). This is important to 
highlight as many low-income Black families experience decreased levels of educational 
attainment in comparison to their more affluent peers (NCES, 2014; NHES, 2012). Research 
shows that having parents with higher levels of educational attainment increases cognitive and 
literacy readiness skills (NHES, 2012). A 2012 study among 3-6-year-old children not yet 
enrolled in kindergarten with parents who hadn’t competed high school, showed that only 15% 
were able to recognize all the letters in the alphabet, only 35% were able to count to at least 20, 
only 37% were able to write their name, and only 13% could read words in a book with little or 
no assistance (NHES, 2012). For parents with a high school diploma or bachelor’s degree, these 
numbers increased respectively to 28% and 49% for letter recognition, 64% and 77% for 
counting to 20 or higher, 57% and 67% for writing their name, and 21% and 23% for reading 
words in a book (NHES, 2012). Poverty and race play a key role in these findings, significantly 
impacting the school readiness abilities of young Black children (NHES, 2012).  
Neighborhood Impacts on School Readiness 
Resource-poor neighborhoods risk the positive academic and socioemotional 
development of Black children by impacting their access to quality schooling systems and 
neighborhood resources that will assist them in being prepared for kindergarten. Neighborhood 
conditions, such as crime, delinquency, drug activity, broken families, and dysfunctional schools, 
impact the environmental influences on young children’s development.  
In particular, emotional and behavioral disorders are exacerbated for Black children in 
high-risk urban neighborhoods due to the deleterious consequences of poverty putting them at an 
unfair advantage to experience behavioral problems, such as aggression and temper tantrums 
(Wethington et. al., 2008; Caughy, O'Campo, & Muntaner, 2004; Stagman & Cooper, 2010). 
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Lack of safe neighborhood spaces, for example, decreases coping capabilities and ability to 
concentrate in the classroom. In addition, experiencing high levels of neighborhood violence also 
increases children’s expressions of oppositional behavior, usually in an attempt to exhibit some 
sort of control over their chaotic situations (Wethington et. al., 2008). This affects their ability to 
be prepared for school success in many ways.  
The conditions of many high-risk urban neighborhoods also contribute to limited peer 
interaction outside of home and school for many young children (Barnes, 2012; Collins et. al., 
2010). Some researchers believe this impacts their social skills development, including ability to 
positively interact and communicate with other children their age (El Nokali, Bachman, & 
Votruba‐Drzal, 2010; Ostrosky & Meadan, 2010). When children lack these pro-social skills, 
they are more likely to experience issues developing peer relations later in life. For example, 
toddlers who engage in complex play with peers (i.e. regulating emotions, inhibiting impulses, 
and imitation during play) were more equipped with the social skills to deal with other children 
in preschool (Ostrosky & Meadan, 2010). Continuous limitations in peer interaction imposed on 
Black school-aged children through their neighborhood conditions, therefore, is problematic 
because limited peer relationships can have adverse effects on school readiness, and ability to 
transition to school smoothly (Ostrosky & Meadan, 2010; NAEYC, 2009; UNICEF, 2012).  
Role of Head Start  
Despite the desolate conditions in their neighborhoods, there are some resources available 
to assist these children in making a successful transition to kindergarten. One such resource is 
Head Start, which aids in establishing a strong educational foundation early on through academic 
training and family-based enrichment programs. Research shows that enrollment in a Head Start 
program can lead to increases in both literacy skills as well as social competence and learning 
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behaviors (Bierman et. al., 2014; Snow, 2006: Raikes et. al., 2006). In fact, data collected in the 
Early Head Start Research and Evaluation Project revealed that when children are enrolled in an 
early Head Start program at age 3, they’re more likely to perform better on measures of 
cognition and language functioning (2006). Subsequently, children enrolled in Head Start 
programs are more likely to have parents who are supportive of their child’s emotional, 
cognitive, and language development (Snow, 2006). Larger effects were found among Black 
families in relation to these findings, who displayed the highest benefit of early Head Start 
programs.  
 In addition, participation in Head Start’s early educational program (children ages 0-3) 
increased the likelihood of being enrolled in a Head Start or other formal pre-kindergarten 
program between the ages of 3-5 years old. These children, when making the transition into 
kindergarten, displayed increased positive emotional development, and approaches to learning 
(EHSREP, 2006). Since Head Start programs also require parental involvement in some 
capacity, positive impacts on parenting behaviors and the overall home environment were also 
observed. Overall, through participation in Head Start programming, children where better 
equipped with the tools to be successful upon kindergarten entry, aiding in reducing the initial 
achievement gap between low-income Black students, and their more affluent counterparts 
(Bierman et. al., 2014).  
Role of Family in Preparing Children for Kindergarten 
The transitional period as children enter kindergarten and first grade increases their 
exposure to direct effects within their neighborhood, (Snyder & Dillow, 2015). For children 
residing in neighborhoods plagued by high rates of violence, crime, and overall social 
disorganization, the role of their primary caregivers in guiding this transition is critical, 
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(Klebanov, Brooks-Gunn, Chase-Lansdale, & Gordon, 1997). Research shows that when parents 
are present, and play an active role in their child’s development, they are capable of protecting 
them from these negative neighborhood characteristics (Gelber & Isen, 2011). Theories 
surrounding parenting behaviors support this concept (Humphrey, 2013; Bono, Sy, & Kopp, 
2016; Dexter et. al., 2013).  
Attachment Between Parent and Child 
Attachment refers to the subjective feelings the child develops toward their parents 
(Dexter et al., 2013). While there are varying styles, a secure attachment between parent and 
child increases the positive academic, social, and psychological developmental trajectories of 
young children. According to Giles (2013), when a secure attachment style is developed early, 
children are able to develop and maintain a positive self-perception, adjust and transition better 
in school, as well as attain greater language skills and be better equipped with better conflict 
resolution skills. This is significant because research on Black adolescents in high-risk urban 
neighborhoods affirms that individuals who display these skills are less likely to experience 
symptoms of psychological distress and helplessness/hopelessness (Wethington et. al., 2008). In 
addition, these students are also more likely to perform well academically, demonstrating the 
significance of secure parent-child relationships.  
While some researchers may argue that it is beneficial for all children to develop a secure 
relationship with their parents. It is extremely critical for Black children in high-risk urban 
neighborhoods, due to their increased risk of academic failure and social/psychological distress 
through the environmental factors experienced in their neighborhoods (El Nokali, Bachman, & 
Votruba‐Drzal, 2010). It is the degree of closeness, warmth, respect, and affection shared 
between the parent and child that aids in shielding them from experiencing adverse effects from 
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their neighborhood conditions (Hollingsworth, 2013).  
Parenting Style 
 For parents raising young children in an at-risk neighborhood, parenting style plays a 
very important role. While some research suggests authoritative parenting (i.e. less strict 
parenting style characterized as warm and nurturing that encourages verbal exchange) is the most 
beneficial (Humphrey, 2013). This style has proven to be less effective for non-middle-class 
White models (Pearl et. al., 2014). Instead, authoritarian parenting (i.e. a parenting style used to 
develop toughness, self-sufficiency, and forcefulness that assures security) has been much more 
useful (Pearl et. al., 2014). 
 A stricter parenting style with higher levels of monitoring allows for parents to supervise 
their child’s interactions in their neighborhood more closely, shielding them from possible 
dangers when necessary (Pearl e.t al., 2014; Jarrett, 1999). For parents with young children, this 
may involve determining what type of social groups your child belongs to (e.g. after-school 
clubs/programs, library reading clubs, and play groups), limiting their neighborhood exposure 
(e.g. less outside playtime), as well as controlling where in the neighborhood they can go based 
on their parent’s determination of “safe-spaces” (e.g. what blocks they can visit, and what 
daycare/preschools they can attend). This style of parenting contributes to a sense of wellbeing, 
trust in authority, as well as can assist in the development of a secure parent-child attachment 
(Dexter et al., 2013). More importantly, this style of parenting assists families in navigating their 
dangerous living environments in order to secure the best outcomes for their children. 
 The strength and ability of parents to be able to identify and redirect young children away 
from dangerous situations is critical, especially during their early years, because they rely on 
their parents for so much. The authoritarian parenting style utilized by many Black families in 
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high-risk urban neighborhoods allows for this to take place. The benefits for young children who 
experience this style of parenting include increased academic achievement, as well as the early 
development of resilient behaviors (i.e. the ability to withstand and overcome the negative 
characteristics within their neighborhoods) (Pearl et. al., 2014; Winfield, 1994). 
Parental Involvement 
 Family involvement, therefore, is very important during the early years of child 
development. For example, research shows that parents who are meaningfully engaged in their 
child’s academic development, can aid in the promotion of school readiness, and later in life 
academic success, and socioemotional development (Bono, Sy, and Kopp, 2016; Fantuzzo, 
McWayne, & Perry, 2004). Activities done in the home, such as teaching basic family and home 
information, such as addresses, phone numbers, family names, etc. can help the child be prepared 
to enter and succeed in kindergarten as well as establish parental expectations for academic 
success (NAEYC, 2009; UNICEF, 2012; Bono, Sy, and Kopp, 2016; Fantuzzo, McWayne, & 
Perry, 2004). Parental involvement in the school can also aid in the creation of a home-school 
partnership, promoting academic achievement and positive social behaviors for young children 
(El Nokali, Bachman, & Votruba‐Drzal, 2010). Regular communication between families and 
school personnel reinforces the complementary roles that families and early childhood programs 
play in supporting children’s development. 
In addition, high levels of parental involvement can also lead to a decrease in problem 
behaviors, and improvements in social skills (El Nokali, Bachman, & Votruba‐Drzal, 2010; 
Fantuzzo, McWayne, & Perry, 2004). When parents play an active, visible role in their child’s 
life, both inside and outside of the home, children can enhance their social functioning because 
their socio-emotional needs are being met (Bono, Sy, and Kopp, 2016; Fantuzzo, McWayne, & 
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Perry, 2004). For example, a recent study conducted on children enrolled in a Head Start 
program showed that higher levels of parental involvement were associated with lower conduct 
problems (Fantuzzo, McWayne, & Perry, 2004). The authors theorize that this social 
development is contributed to a partnership that exists between the teachers and the parents to 
individually address the needs of each child. Through developing communication channels, 
parents are able to intervene when necessary, with the guidance and support of their child’s 
teacher. 
Parenting Practices That Promote School Readiness 
A parent’s ability to provide a cognitively stimulating home environment has been 
positively associated with language stimulation among Black children residing in high-risk 
environments (Mistry et al 2010). Subsequently, as affirmed by Mistry et al. (2010) “parental 
provision of language and literacy stimulation has also been shown to be an important mediator 
of the link between multiple risks and children’s academic and socio-behavioral adjustment 
during the early school years,” (pg. 434). While neighborhood conditions and familial 
obligations pose challenges for parental investments, many families in high-risk urban 
neighborhoods are able to implement specific parenting practices within their homes and child’s 
school environments that promote literacy development.  
Home literacy practices such as daily reading, workbooks that teach letters, numbers and 
colors, as well as engaging in educational based TV programs/ computer games are associated 
with positive outcomes for children’s school readiness abilities (Snow, 2006). Various studies 
support this theory. In fact, literacy practices such as shared book reading and consistently 
exposing your child to print materials, are shown to be strong predictors of language 
development, success in reading and writing as well as overall ability to adjust in school, (Raikes 
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et. al., 2006; Snow, 2006). While low-income Black mothers typically own less/ have less access 
to printed materials and/or books, their enrollment in an Early Head Start program has been 
shown to increase their ability to read more with their child (Raikes et. al., 2006).  
Specific parenting practices done in collaboration with the child’s school, such as 
volunteering on school trips, participating in activities in the classroom, joining PTA 
associations, dropping off/picking up children from school, and attending parent/teacher 
conferences are highlighted in popular literature as effective measures to demonstrate to both 
your child and their educator that you are invested in their educational outcomes (Zill & West, 
2001; Snow, 2006; Barbarin et. al., 2008; Doucet, 2008; El Nokali, Bachman, & Votruba-Drzal, 
2010). While we are aware that these parental investments do aid in establishing a trusting 
relationship between parent and child, which may increase a child’s ability to perform well in 
school, it also must be acknowledged that for many low-income and working-class families, this 
level of involvement in school is seldom ever possible. Among Black families in particular, this 
level of involvement is often less when compared to White families (Doucet, 2008; El Nokali, 
Bachman, & Votruba-Drzal, 2010).  
Financial and familial obligations often hinder Black families from full involvement in 
their child’s school the way many teachers would expect. This can contribute to many negative 
stereotypes about Black families and parental investments in their child’s education, as teachers 
are equating their involvement in school related functions with their level of care regarding their 
child’s educational outcomes (Doucet, 2008). This is problematic because a child is most 
prepared to succeed in school when parents and teachers collaborate and have a shared 
understanding of school readiness (Gelber, & Isen, 2011). 
However, research illustrates that for many of these families, when they are unable to be 
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present in the capacity they need, their extended family members are able to step in and assist in 
the school readiness preparations of the child. These family members, when needed, engage in 
the day-to-day activities (i.e. homework assistance, reading/ writing activities, correcting 
problem behaviors, and providing nourishment) that aid in the development of academic and 
socioemotional skills (Humphrey, 2013; Jarrett, Hamilton, & Coba-Rodriguez, 2015). 
Subsequently, we know that the role of family, especially grandparents and other older family 
members, play a critical role in shaping the ways in which parents engage with their children. 
Research often documents the intergenerational ways parenting practices and strategies persist 
through generations. Often times, highlighting the ways in which families adapt their parenting 
to ensure their children receive the tools they need to be successful in school (Dexter et al., 2013; 
Humphrey, 2013; Pearle et al., 2014).  
These mechanisms for survival are passed down through generations. Yet, as previously 
highlighted, these unique cultural nuances often aren’t captured in the literature. Therefore, a 
study that considers the uniqueness of low-income Black families, and their specific cultural 
nuances that influence their parenting behaviors is needed to best understand their literacy 




CHAPTER 3: RESEARCH DESIGN AND DATA ANALYSIS 
Research Design 
Aligned with the focus of this project, which is to understand how Black families in high-
risk urban neighborhoods promote the school readiness and literacy development of their school-
aged children as they transition into kindergarten, this chapter will outline my proposed research 
design. Specifically, this chapter provides an in-depth discussion on my utilization of qualitative 
methods, highlighting the significance of semi-structured interviews and photo elicitation for 
marginalized populations. Subsequently, this chapter also discusses in detail the location of the 
study, sample and recruitment strategies, compensation procedures, and human subjects’ 
considerations. I also discuss data analytic procedures and strategies for promoting data quality. 
Rationale for Qualitative Methods 
Qualitative research is an effective means to gauge the experiences of participant’s 
through an exploration of their daily lives. Not only does qualitative research give voice to 
marginalized populations, allowing them in their own words to describe complex phenomena 
(Creswell, 2013). But, it also is valuable in providing rich/thick descriptions (i.e. the process of 
applying context and/or meaning to a concept/theme). Therefore, qualitative research methods 
(e.g. in-depth interviews, note-taking, and photographic documents) are being used in this study 
in order to explore the parenting practices of Black families and their influence on the literacy 
development of Black children as they transition into kindergarten.  
There are various strengths in taking a qualitative approach to this study. Qualitative 
research focuses on the everyday lives of the participants, how they think, and how they act. 
(Taylor, & Bogdan, 1998; Creswell, 2013) The goal is to produce descriptive data (i.e. the 
written words, spoken words, or observed behavior of a group of people) that allows us to learn 
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from our participants, (Taylor, & Bogdan, 1998; Saldana, 2015) Understanding the meaning 
attached to things and the reality of their individual lives and experiences as they experience it, 
allows the researcher to “emphasize and identify with the people they study in order to 
understand how those people see things,” (Taylor, & Bogdan, 1998, pg.7) Research procedures 
begin with vaguely formulating ideas/questions, rather than assumptions. This allows the 
researcher to take a holistic approach (i.e. “people, settings, or groups aren’t reduced to 
variables, but are viewed as a whole,” (Taylor, & Bogdan, 1998, pg.8), to better understand 
participant’s daily struggles and triumphs. Essentially, qualitative research empowers 
participants to share their stories, a voice which can be unheard in other research methods.  
Conducting a sound qualitative study requires the implementation of various strategies, 
including gaining access to your target population, building trust, establishing rapport, and 
attaining insider status. This process takes time as the researcher becomes acclimated to the 
population/setting and is accepted by the participants as someone they feel comfortable sharing 
valuable information with. This can be very time consuming, as data collection will continue 
until the point of saturation (i.e. the point in data collection where no new themes/ideas emerge), 
(Guest, Bunch, and Johnson, 2006). Qualitative researchers must be willing to commit to this 
lengthy process to in order to produce substantial findings.  
Methodological Approach 
The qualitative methods in this study are informed by an interpretive approach that 
guides our understanding of how Black parents in high-risk neighborhoods prepare their children 
for school, while considering how their parenting practices may be influenced by their socio-
economic conditions.  
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Interpretivism, as a method within qualitative research, focuses on making sense out of 
what emerges from the data (Cresswell, 2013). It honors individual differences, while giving 
voice to marginalized populations whose stories are often silenced (Cresswell, 2013). By 
privileging the life knowledge and stories of groups that are often marginalized, this approach 
aids in better understanding participants’ meanings, experiences, and beliefs around parenting 
practices and school readiness (Krumer-Nevo, 2005). In addition, through its focus on the lived 
experience and participant agency, the use of an interpretive approach in this study can identity 
positive practices and behaviors that are often overlooked in conventional research that uses 
mainstream middle-class models (Ungar, 2003).  
Subsequently, utilizing an interpretive approach in this study is beneficial because it 
provides context and meaning behind the specific parenting practices, including parental 
involvement, that contribute to the literacy development of Black school-aged children as they 
transition to kindergarten. Lastly, it aids in adding richness, and furthering my understanding of 
the stories shared by participants in regard to their individual beliefs and practices surrounding 
school readiness.  
Location of the Study 
School setting. Participants were recruited from Mariette Myer1, a Head Start Program 
located in the Lincoln Heights2 neighborhood of Chicago (pseudonyms are used throughout) that 
began operation in 2007. Head Start, a federally funded program, was developed to enhance the 
development of economically- and socially-disadvantaged preschoolers (Office of Head Start, 
2015). This specific location offers early educational services (e.g. head start and early head 
 
_______________________________ 
1 Pseudonym for Head Start program 
2 Pseudonym for neighborhood  
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start) for children 6-weeks to six years old to nearly 200 low-income families. In addition, the 
center simultaneously supports thousands of community members through their neighborhood 
initiative programs, including community based and parent support programs such as reading 
support and computer literacy.  
Children’s Home and Aid, a service-oriented organization that works to address 
persistent poverty and perpetual violence in at-risk neighborhoods, sponsors the Mariette Myer 
Head Start program. Their investment in quality early childhood education aides in ensuring 
young children in the greater Lincoln Heights neighborhood begin their educational trajectory on 
the right track. A leading provider of education and family-based services in the state of Illinois, 
97% of the families enrolled in their programs showed increased parenting skills, 94% reported a 
better relationship with their child, 74% of 0-2-year olds in their program demonstrated 
improved language skills, while 3-5-year-old in their program displayed improved literacy (87%) 
and math competency (83%). Subsequently, in comparison to students enrolled in their 
neighborhood schools, 9% scored higher than Chicago Public School (CPS) students on their 
reading test scores and 13% scored higher than CPS students on their math test scores.  
Neighborhood setting. Lincoln Heights classifies as a high-risk urban neighborhood in 
Chicago, Illinois. It has a total population of 30,654 with 97.8% of the residents self-identifying 
as Black or African American (US Census, 2010). 42.2% of households in this neighborhood 
live below the poverty line with a per-capita income of $11,993 (US Census, 2010). 64.7% of 
residents below the FPL receive SNAP benefits, and 9.7% receive cash assistance. 21.3% of the 
neighborhood residents are unemployed, with 29.4% reporting they did not attain a high school 
diploma. 59.1% of households with children under 18 years old have a female head of household 
with no husband present (US Census, 2010). According to the city’s data portal, Lincoln Heights 
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ranks fourth among the city’s neighborhoods for violent crime, seventh for property crime, and 
ninth for quality of life crimes.  
Sample & Recruitment 
This section outlines the procedures used in the larger School Readiness project to 
identify and recruit the eligible participants that encompass the data being used in this 
dissertation project. In regard to recruitment, two culturally competent, Black female researchers 
utilized a purposive sampling strategy (Patton, 1990). Purposive sampling is the active process of 
selecting a productive sample of participants that are best informed on the phenomena being 
studied (Guest, Bunch, and Johnson, 2006). As one of the most popular forms of sampling in 
qualitative research, this technique focuses on the richness a select group of participants can 
offer based on their lived-experiences (Patton, 1990). The goal of purposive sampling, therefore, 
is to focus on the characteristics a certain population possesses in order to adequately address the 
research questions presented in the study. The benefit of this approach is that 1) it’s the most 
effective and appropriate based on the limited numbers of participants who can contribute 
substantially to the study, and 2) it allows a wide range of sampling techniques to address the 
range of research designs that can be employed within a singular project (Guest, Bunch, and 
Johnson, 2006). While this sampling strategy doesn’t produce generalizable results, many low-
income Black families in high-risk neighborhoods may identify with the participants 
experiences.  
The subjectivity of a purposive sampling strategy can increase researcher bias. However, 
the presentation of clear criteria and expert elicitation strategies addresses this concern. 
Therefore, the following criterion was used to identify potential participants for this study: 1) 
identified as Black or African American; 2) was at least 18 years of age; 3) had a household   
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income at or lower than 185% of the Federal Poverty Level3; and 4) had at least one target child 
at Mariette Myer who was transitioning to kindergarten (see Table 1). 





Marital Status Number of 
Children 
Ariana(Tierra) 25 SAHM Married 1 
Ayana (Neal) 29 Employed Single 2 
Briana (Will) 30 Student Cohabitating 3 
Deanna (Jordynn) 23 Unemployed Engaged 1 
Dinitra (Demetri) 30 Employed Single 3 
Ebonie (James) 25 Employed Engaged 2 
Imani (Andre) 31 Employed Single 1 
India (Mia) 25 SAHM Single 4 
Janay (Shanae) 28 Employed Single 3 
Janet (Deidre) 35 Employed Single 2 
Jazlyn (Tami) 46 SAHM Married 1 
Kara (Denise) 28 Employed Single 2 
Kendra (Troy) 29 Unemployed Single 2 
Leah (Abdul) 29 Unemployed Single 1 
Raven Michael) 22 Employed Single 2 
Renee (Ivana) 38 Unemployed Single 3 
Shanice (Jamal)  Employed Single 1 
Shontel (Howard) 26 Employed Married 4 
Sylvia (Ashlee) 27 Employed Single 2 
Tiana (Dwight & 
Duane) 
30 SAHM Single 2 
Yvonne (Chris) 27 Employed Cohabitating 2 
 
In total, 21 mothers participated in the study. With ages ranging from 22-46, the average 
age of participants was 28.3. Typical household size of these families was 6.05, with a 
composition of mainly of parents, children, siblings of parents, and others. Overall, the majority 
of the participants attained some level of higher education with 47.62% having some college 
attainment, 14.29% having an Associate Degree, and 4.76% having trade school education 





GED, with only 14.29% having achieved less than a High School education. In regard to 
employment, the majority of participants at 52.39% were working. However, a majority of these 
families still reported their household income at less than 10,000 a year at 71.43%. Lastly, the 
majority of this sample, 66.67% indicated they were single (not including engaged or 
cohabitating couples).  
Recruitment. Various strategies were used for participant recruitment. During parent 
meetings and workshops hosted by the School Readiness team, fliers were distributed to parents 
to introduce information about the project. All parent meetings and workshops were open to all 
families enrolled in the Mariette Myer Program. However, specific meetings/workshops, such as 
Option for Knowledge (a workshop developed by the School Readiness team to assist parents in 
applying for selective and magnet kindergarten schools) cater to parents who have children 
transitioning to kindergarten. Parents who have identified they have children currently 
transitioning were provided with a flier inviting them to participate in the study. Fliers were also 
placed in the cubbies of students who were identified by preschool teachers as students who 
would be transitioning to kindergarten that weren’t able to attend meetings/workshops. 
Additional fliers were also displayed in key areas of the school, including the kindergarten 
readiness board (a bulletin board displayed between the preschool classrooms that displayed 
pertinent information for parents with children preparing to transition to kindergarten).  
Parents who were interested in participating in the study returned a detachable portion of 
the recruitment flier with their contact information to their child’s cubby. Two female 
researchers were responsible for collecting these forms and reaching out to parents who 
expressed interest. Each parent was contacted via the phone number they provided outside of 
normal business hours to accommodate work schedules. Parents who could not be reached were 
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left a brief voicemail with information about who they could contact regarding enrollment 
information in the project. Follow up calls were also made to participants who attended parent 
meetings/workshops via sign-in information that was acquired at each event. Participants who 
were unreachable by phone during the initial call were contacted two additional times, with a 
two-week span between each call.  
There is no right number of participants to include in a qualitative study, (Guest, Bunch, 
and Johnson, 2006; Patton, 1990). The goal is to solicit participation until a sufficient amount of 
information is collected that fully describes the questions posed. Unlike quantitative studies, a 
large sample size does not increase information presented; rather it poses challenges, such as 
repetitiveness (Mason, 2010). Because the focus of qualitative research is to present the diversity 
of perceptions and experiences with a particular phenomenon, frequencies are not typically 
needed to understand the area being studied (Guest, Bunch, and Johnson, 2006)). Patton, (1990) 
proposes that the overall purpose of the project will influence sample size, and that the focus 
should remain on producing a sound study, rather than numbers. The sample should be large 
enough to capture the richness of the data, but not too large in that it comprises the integrity of 
the study. In regard to doctoral-level studies utilizing qualitative methods, this number is 
typically between 15-20 participants (Mason, 2010). In this particular data set, there are 21 total 
participants.  
Data Collection 
This section will outline the multiple qualitative methods that were used to capture the 
lived-experiences of our participants. All participants were offered the opportunity to participate 
in all aspects of the study (i.e. school readiness in-depth interview and photo elicitation project). 
However, for families not comfortable with the photo-taking procedures, participation in the 
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study was not limited by refusal to engage in the photo elicitation component of the project. 
These data collection methods are described in detail below.  
Demographics  
Including demographic information in a research study allows for deeper meaning to be 
applied during data analysis (Malterud, 2001). Demographics are extremely useful in providing 
needed contextual information about members of a research sample, and aid in addressing 
research questions (Ungar, 2003; Malterud, 2001). Demographics ensure the researcher is 
addressing their target audience and allows for comparisons to be made between subjects (Ungar, 
2003; Malterud, 2001). 
Within this study, basic information relevant to the participants’ daily-lived experiences 
was collected. Information collected was used strictly for descriptive purposes only, therefore 
only need to know information was asked to ensure participants weren’t feeling alienated by 
their responses or experience fatigue completing a long form before the interview began. 
Participants were asked to indicate their age, highest education level, employment status/ 
occupation, income, marital status, number of children, number, age and relationship of any 
members living in their home, as well as whether they participate in any public assistance 
programs. Subsequently, they were also asked to indicate their specific neighborhood of 
residence, and how long they’ve resided there. Each participant was given the opportunity to opt-
out or skip any questions they did not feel comfortable answering.  
Individual Interviews 
Focused semi-structured interviewing is a technique used in qualitative research that 
engages participants to discuss their opinions on a particular subject (Maxwell, 2013; Creswell, 
2013). The overall objective of this process is to understand the realities of the participants. 
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Using methods such as, open-ended questions (that address the overall problem), follow-up 
questions (that explore and test ideas that emerge during the interview), and probing (that 
elaborate on key ideas/themes/concepts), the researcher is able to elicit meaning through the 
participant’s own stories (Creswell, 2013; Krumer-Nevo, 2005). The role of the researcher 
during in-depth interviews is to pose questions that further divulge into what they are hearing 
from participants.  
Subsequently, the use of in-depth interviewing is effective in detailing the individual 
feelings, opinions, values, attitudes, and beliefs of participants (Creswell, 2013; Krumer-Nevo, 
2005; Taylor & Bogdan, 1998). Through face-to-face dialogue, the researcher is able to gain a 
richer, more textured understanding of what the participant is doing, thinking, and why. 
Researchers who utilize this method are able to gain knowledge of what is not said by being 
perceptive to both verbal (i.e. hesitation in answering a question) and non-verbal (i.e. body 
movement, facial expressions) cues, as well as environmental factors that may influence 
interview responses. This aids in gaining a deeper understanding of the interviewee’s world, and 
interpretation of the data.  
Conducting semi-structured face-to-face interviews has many advantages. This style of 
interviewing can aid in establishing rapport, which is an efficient and practical way of gathering 
relevant information about things that cannot be easily observed, such as participant feelings and 
emotions toward a particular subject (Creswell, 2013; Maxwell, 2013; Taylor & Bogdan, 1998). 
The meaning behind certain ideas/beliefs, and the way participants chose to engage in certain 
activities are typically revealed through detailed conversation (Krumer-Nevo, 2005). The 
researcher is able to ask probing questions which allow for complex issues to be unpacked 
(Taylor & Bogdan, 1998). This style of interviewing is modeled after a conversation between 
 37 
two equals, rather than a formal question and answer exchange, thus aiding in establishing a 
trusting relationship that honors the responses of the participants (Mays & Pope, 2000).  
Even still, there are also limitations to consider. This method of interviewing is both 
time-consuming and expensive. The process of scheduling/rescheduling interviews, locating 
safe-spaces to conduct interviews, establishing contact with hard to reach populations, and travel 
to and from interview sites takes an extreme amount of time, and effort (Mays & Pope, 2000; 
Malterud, 2001). Research team members were utilized in the process of interview scheduling 
and contacting participants to alleviate this pressure from one person. Furthermore, researchers 
may also give unconscious signals which the participant may interpret as cues to answer 
questions a particular way (Mays & Pope, 2000). This was addressed through training 
interviewers on the appropriate way to probe and ask questions, as to not influence the 
participant’s responses. Participants were reminded there are no right or wrong answers, just 
their own thoughts/feelings/beliefs in response to all interview questions.  
Study procedures. In-depth interviews were used to explore participants understanding 
of school readiness and individual practices in promoting literacy development among their 
school age children. These interviews will allow for an in-depth exploration into how each 
participant engages in the home, school, and neighborhood environments. Two culturally 
competent Black female researchers, with training and experiencing conducting qualitative 
interviews, were responsible for conducting the one-on-one interviews with each participant 
from the Mariette Myer Head Start program in the Lincoln Heights neighborhood. Each 
interview lasted between 60-90 minutes. Access to the center, and recruitment of participants 
was granted, and the University of Illinois Institutional Review Board approved all procedures to 
be conducted in this study.  
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Participants were provided with a consent form, which was thoroughly explained by the 
researcher, before the start of each interview. Participants were informed that all interviews 
would be audio-recorded, which they were able to decline if they weren’t comfortable with. 
Notes were taken throughout the course of all interviews. Participants were able to choose the 
date/time/location of the interview to accommodate their schedules and provide maximum 
comfort during interview procedures. Interview locations include a private room at the school 
site, local public library, or participant’s private home. For safety reasons, the PI, or another team 
member, was always aware of all interview times/locations.  
A topical interview guide, which consisted of open-ended, semi-structured questions, was 
used to facilitate each interview. This approach assists in engaging the participant, is generally 
conversational in nature, and promotes free exchange and expression of ideas in relation to the 
research topic (Creswell, 2013, Lincoln & Guba, 1985). Topically organizing the questions 
ensures all necessary ideas are covered but allows the interview to be flexible and dialogue to be 
open (Lincoln & Guba, 1985; Saldana, 2015). This contributes to the development of rapport 
because the researcher is able to determine when and how to ask certain questions so that the 
interview is conversational and individually tailored to each participant (Lincoln & Guba, 1985; 
Saldana, 2015). As new topics emerge throughout the interview, the researcher is able to revise 
and restructure questions to reflect on newfound ideas. This ensures that the full meaning of the 
participants is captured during the interview.  
The protocol was developed based on literature analysis, previous research at this field 
site, and the PI’s long-term experience working with low-income, Black families in Lincoln 
Heights and similar communities, (Jarrett & Jefferson, 2003; Jarrett, Jefferson, & Kelly, 2010; 
Jarrett, Bahar, & Taylor, 2011). Topics included in the protocol focus on specific school 
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readiness challenges influenced by the socioeconomic conditions of the families, neighborhood 
resources and challenges, as well as parents’ individual educational experiences and background 
(See Appendix B). Participants were encouraged to interpret the questions on their own, and 
provide an answer based on what they believe/ their understanding of the concepts.  
Photo Elicitation 
Photo elicitation empowers individuals through the use of photography by giving them a 
unique voice to express their everyday lived experiences (Morrow, 2001; McIntyre, 2000; Wang 
& Burris, 1994; Wang & Burris, 1997; Palibroda, 2009).The advantage of using photo elicitation 
as a data collection tool is it provides the platform for the participants to be the experts and the 
researchers to be the learners (Morrow, 2001; McIntyre, 2000; Wang & Burris, 1994). Providing 
participants with a hands-on opportunity to illustrate their lived experiences through photography 
provides alternative ways for families to express their thoughts, feelings, and beliefs in ways that 
they cannot portray through words (Wang and Burris, 1997). By giving participants the freedom 
to determine how they define certain actions through not focusing on fixed terms or pre-
determining what certain concepts mean, new concepts are able to emerge from the data. 
Subsequently, captured images provide rich and nuanced data that contributes to our 
understanding of the phenomena being studied (Wang and Burris, 1997).  
There are various personal advantages for participants who engage in photo elicitation 
methods including, gaining useful skills in order to reflect on the realities of their lives in a way 
that they can educate others about their experiences, gain confidence in their ability to assert 
ideas, improve their self-esteem through participation in skill building activities, learn how to 
demonstrate their right to share their voice and ideas, improve their ability for self-expression, 
generate opportunities for influencing decisions that impacts their homes, school, and 
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neighborhoods, as well as learn new ways to explore their realities.   
However, for many individuals, especially those who are working families and/or low-
income, there are some limitations to consider. Utilizing photo elicitation can be time consuming 
and pose challenges for participants to remain committed to the project. In addition, participants 
may have trouble illustrating their complex realities through their photographs. Cameras may be 
lost, or images may be damaged during photo taking or the process of film development. In 
addition, participants may be more selective in the images they chose to take, which may impact 
research findings. How these concerns are addressed is detailed below. 
Study procedures. Within this study, the use of photo elicitation allows our participants 
to apply a deeper meaning to their school readiness practices by illustrating through photography 
and individual photo analysis how they are preparing their children for kindergarten. Families 
were invited to take part in a photography-based portion of the study, where they were provided 
disposal cameras and invited to take photographs of the activities they do at home as a family to 
assist in the literacy development of their children. Minimal instruction on how photographs 
should be taken were given to allow parents to develop their own meaning of school readiness. 
Full instruction, however, were provided to families on how to use a disposable camera and the 
purpose of the project. By providing the families with minimal instruction on who, what, where, 
and how to take their pictures, they maintain full control over what images to capture and how to 
describe the images in a manner that’s representative of their life experience (Wang and Burris, 
1997). 
Families received a phone call asking how the photo taking process was going and if they 
have any questions a week after cameras were distributed. All cameras will be returned to the 
gatekeeper for photo development. All pictures were developed at a Walmart. Photographs are 
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typically developed within 7-10 days. During this time, photo analysis interviews were scheduled 
at a time/place convenient for each family. A digitized copy of the images was stored 
electrically, and all physical photos were returned to participants after the interview. 
Overall, photo elicitation is a non-oppressive method of data collection that focuses on 
empowering marginalized population by providing them with the tools to become experts of 
their actual lived experiences.  
Human Subjects Considerations 
All individuals in this study received a thorough explanation of the consent form, study 
goals, and their rights as a willing participant before interview procedures took place. The 
consent and demographic forms were verbally explained before each interview. The researcher 
answered any questions and explained in detail how the interview would proceed before consent 
forms were signed. No information was gathered from participants until all procedures were 
clearly understood.  
Steps were taken to protect the identity of the participants and the information they 
shared during their interview, as well their photo and signed documents. To preserve 
confidentiality, all participants were assigned a pseudonym. All study material, including signed 
forms, and electronic data will be kept secure. All paper documents are locked in a secure office. 
All electronic data is stored on a password-protected computer. Only limited researchers who 
have completed IRB human subjects’ certifications, and are active members of the Ethnographic 
Research Lab, have access to de-identified information.  
The risks attributed with participation in this study are minimal, and no more than what 
would be experienced in the participant’s daily lives. Some discomfort may be experienced when 
sharing personal stories regarding their educational upbringing, family practices, and other 
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childhood memories. Therefore, participants were informed prior to the start of each interview 
that they may skip any question they are uncomfortable addressing without explanation as to 
why, revisit questions later if they need a break, or end the interview entirely if it causes too 
much emotional distress. Handouts attaining information regarding referrals for social service 
(i.e. counseling, family support, etc.) were available during each interview if needed. 
Researchers were trained to appropriately acknowledge the feelings of the participants during the 
interview, and monitor for distress, including body language, that indicated the participant 
needed a moment to decompress, or conclude the interview entirely. No participants expressed 
such discomfort during the interview procedures.  
Compensation 
For their participation in the study, participants were given a $20.00 gift certificate to 
Jewel Osco, a local grocery store in Chicago. Financial incentives are recommended when 
working with low-income populations because participation is more likely to occur when some 
form of personal benefit is available (Grady, 2005; Dickert & Grady, 1999). While other 
incentives, including access to information regarding accessibility of quality childcare programs 
was increased through participation in sponsored parent meetings and workshops, financial 
compensation may be viewed as a more immediate benefit. In addition, offering incentives 
demonstrates researchers respect the participant’s time and willingness to contribute (Grady, 
2005; Dickert & Grady, 1999). As offering financial incentives, especially to economically 
disadvantaged populations, can be seen as controversial, any incentive offered should be enough 
to facilitate interest in participation, but not large enough that participants would have a hard 
time refusing (Grady, 2005; Dickert & Grady, 1999).  
Data Analysis 
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Data analysis is the process of making sense of the data (Bernard & Ryan, 2010). As the 
data is a representation of the phenomenon being studied, the purpose of analysis is to attach 
significance/meaning (Bernard & Ryan, 2010; Saldana, 2015). This can be achieved through the 
process of offering explanations, drawing conclusions, making inferences, and building linkages 
(Bernard & Ryan, 2010).  
Through this process, the goal is to develop an in-depth understanding of the participants’ 
daily-lived experiences. While the data being used in this study has previously been conducted, 
no analysis on this data has yet taken place. The various techniques that will be applied to 
analyze the descriptive, audio, and visual data from this study are detailed below. 
Transcription 
All audio recordings for this study were transcribed verbatim by a group of 
undergraduate students from the Ethnographic Research Lab. Students worked in pairs to ensure 
the audio being transcribed is captured accurately. The first student was responsible for creating 
the initial transcribed document. A second student then re-listen to the audio recording while 
monitoring the transcribed document to ensure words were written verbatim. A third reviewer 
did an additional check of the document for inaccuracies. For the transcription process, students 
had access to a software system, ExpressScribe, which was used in conjunction with a footpedal. 
This allowed students to pause, slow down, or replay sections of the audio recording when 
necessary during the transcription process. After each interview was transcribed, and verified by 
each reviewer, I conducted a final review of each interview transcript to ensure no errors are 
present.  
Coding 
Through the coding process, I looked for context (the relationship between the setting and 
 44 
participant’s activities/behaviors), people (the nature of interactions/ who are the relevant 
characters), process (timing/ structure of certain event and what specific strategies are being 
used) and meaning (how are participants characterizing/understanding what’s happening) 
(Saldana, 2016; Bernard & Ryan, 2010).  
Interview transcripts were reviewed multiple times to identify any categories or themes 
present in participant responses (Saldana, 2016; Bernard & Ryan, 2010). Initially a priori codes, 
informed by the protocol and relevant literature on Black parenting practices and school 
readiness, were assigned. As the data was continuously reviewed and analyzed through the 
open-coding process, inductive/ emergent codes were applied. In order to organize and maintain 
the data, labeling occurred. This included text and notes taken during individual interviews. 
Labeling is effective in qualitative research because it assists with categorizing and organizing 
while coding data (Saldana, 2016; Bernard & Ryan, 2010).  
Additional coders were a part of this coding process. They reviewed, analyzed, and coded 
all data, including transcripts, photos, and interview notes, independently. When each individual 
completed their independent coding, coding by consensus took place. This involves open 
discussions on names and meanings each researcher assigned. This systematic way of examining 
the data allowed for multiple perspectives to emerge (Saldana, 2016; Bernard & Ryan, 2010). 
This process is believed to reduce researcher bias and was useful for capturing the complexity of 
the data (Saldana, 2016; Mays & Pope, 2000). Utilizing coding by consensus within this 
particular study was useful in many ways. Firstly, it contributed to more thoughtful and accurate 
conceptualizations by being able to think and discuss the multiple complexities of the data. Each 
researchers’ individual interpretation of the data was used to come to a common understanding. 
Secondly, multiple coders increase data quality and reduce bias (Saldana, 2016; Mays & Pope, 
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2000). Additional coders may identify themes or ideas that are looked over, thus contributing to 
increased data quality (Saldana, 2016; Mays & Pope, 2000). Lastly, team-decision making 
allows individuals to broaden their ideas about how they interpret the data, thus having a more 
complex understanding about what the data means/represents (Saldana, 2016; Creswell, 2013). 
While this method of coding is both time consuming, and labor intensive, coding by consensus 
adds a richer understanding of the data and contribute to the study’s rigor.  
Data displays. Data displays were used in this study to organize and analyze the large 
amount of data (Saldana, 2016). This aids in identifying patterns across and within participant 
responses (Lincoln & Guba, 1985). This is achieved by placing select data in an organized 
format for examination. This systemic way of organizing large quantities of data allows the 
researcher to gather large amounts of information quickly, rather than searching through each 
transcript individually (LeCompte & Schensul, 1999; Schensul, 1999). Data displays can vary in 
form (matrices, graphs, or charts) and can include verbatim quotes, short blocks of text, phrases, 
abbreviations, or figures (LeCompte & Schensul, 1999; Schensul, 1999).  
Within this study, matrix displays were used for each participant. Displays were drafted 
for each protocol question, as well as for information submitted on demographic forms. Three 
types of data matrices were used to achieve this. Profile matrices started with a unit of analysis 
(e.g. each individual participant), and examined a series of variables (e.g., age, marital status, 
number of children) (Bernard & Ryan, 2010) (see Table 2). This type of display is helpful for 
understanding connections between and across participants, which can aid in applying deeper 
explanations (Bernard & Ryan, 2010). Proximity matrices contained data about how alike or 
different sets of responses are across participants (Bernard & Ryan, 2010) (e.g., parents 
responses about describing a child who is ready for school) (see Table 3). Finally, conceptually 
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ordered matrices were used bring together items that “belong together” by using verbatim 
participant responses to interview questions (see Table 4). Through the use of these different data 
displays, the researchers were better able to identify patterns and themes, similarities and 
differences, and make valid interpretations. 
Table 2. Profile Matrix, Demographics 
 










AA      
BB      
CC      
 
Table 3. Proximity Matrix, Describe a Child Ready for School 
 
Parent Parents’ individual response to question: 
How would you describe a child who is 





Table 4. Conceptually-Ordered Matrix, Seeking Neighborhood Resources 
 
Parent Where do you go in 
the neighborhood 
when you have 
questions about 
getting______ 
(child’s name) ready 
for school?  
Give me some 
examples of the 
times you went or 
will go somewhere 
in the neighborhood 
to get help with a 
question about 
kindergarten?  
What are the 
resources that your 
neighborhood has to 
help parents and 
children get ready 
for kindergarten? 
AA    
BB    
CC    
 
Individual memos. Memoing, or the process of recording reflective notes (Saldana 
2016), was used throughout the data analysis process. Memos serve as elaborations of ideas as 
the data is being analyzed (Saldana 2016; Lincoln & Guba, 1985; LeCompte & Schensul, 1999; 
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Schensul, 1999). Summary memos were used to conceptualize themes, similarities/differences, 
and emerging interpretations as data displays are being drafted. 
Memos were composed for each participant, and include demographic information such 
as their age, highest level of education, employment status, marital status, length of time in 
neighborhood of residence, number of children, and number of members residing in household 
(see Table 5 and Table 6). This aids in understanding individual participant experiences, and how 
they relate to or experience certain situations.  
Table 5. Detailed Memo Example 
 
Title *Write what memo is about 
Date  
Elaboration *Providing definitions, outline key characteristics, 
describe the specific conditions under which the 
category/code operates, include verbatim excerpts  
Revisions   *Record revisions made since last memo 
Direction *Who to interview, what to observe, questions to ask, 
topics to explore 
 
Source: Dr. Robin Jarrett, QSM Presentation 
 
Table 6. Individual Parent Memo Example 
 
Parent     
AA     
BB     
CC     
 
Photo Analysis 
For each set of photographs, descriptive data displays were prepared to analyze the 
location, activity, and people present in each photo. Each participant had their own individual 
document in which their photos were inserted one by one into a table for analysis. Photo 
descriptions by the participants, and researcher interpretations were analyzed using both a 
priori and emergent codes. The photo and interview data were organized thematically, and 
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comparisons were made between study participants to draw conclusions (see Table 7). 
Table 7. Descriptive Data Display for Photos 
 











PHOTO 1     
PHOTO 2     
PHOTO 3     
 
Trustworthiness of the Study and Managing Data Quality 
Researchers can assess the data quality in their qualitative studies by ensuring they are 
sensitive to the context and realities of their study participants, while also displaying a 
commitment to rigor and support (Lincoln & Guba, 1985). This section will highlight what 
strategies were used to manage data quality in this study.  
A sound qualitative study displays trustworthiness by being applicable in other settings, 
has the ability to replicate findings, and can provide descriptions of the participants, rather than 
the researcher (Lincoln & Guba, 1985; Creswell, 2013). There are four categories of 
trustworthiness found in qualitative studies, and they are, 1) credibility, 2) transferability, 3) 
dependability, and 4) confirmability. (Creswell, 2013).  
Credibility 
Credibility is a key criterion of qualitative research because it ensures that the researcher 
is addressing the questions in which they originally sought to understand, or measures what it 
actually intended to measure (Creswell, 2013). This was achieved through prolonged 
engagement with study participants (i.e. the act of persistent observation and being present long 
enough to build trust) (Lincoln & Guba, 1985). Triangulation, peer debriefing, negative case 
analysis and member checking, which are all explained in detail below, also contribute to this 
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study’s credibility.  
Transferability 
 Transferability is a key criterion of qualitative research because it considers whether the 
study’s findings can be applied to a wider population (Creswell, 2013; Creswell, 2012; Maxwell, 
2013). This was achieved through providing rich description in that findings may be applicable 
to another setting or group.  
Dependability 
Dependability in qualitative research ensures the reliability of the data (Creswell, 2013; 
Maxwell, 2013). Meaning that if this study was repeated using the same methods and 
participants in the same context, similar results should be achieved. This was achieved through 
providing a through description of research methods utilized in this study, so that findings can be 
reproducible if necessary.  
Confirmability 
Confirmability is the steps that are taken to ensure that the findings result from the 
experiences and ideas of the participants and not the preferences of the researcher (Creswell, 
2013; Creswell, 2012; Maxwell, 2013). This was achieved through a thorough examination of 
research findings, and progressive subjectivity.  
Protocol, Group Discussion, and Negative Cases 
A culturally relevant protocol was developed based on literature analysis, previous 
research at this field site, and the PI’s long-term experience working with low-income, Black 
families in Lincoln Heights and similar communities, (Jarrett & Jefferson, 2003; Jarrett, 
Jefferson, & Kelly, 2010; Jarrett, Bahar, & Taylor, 2011). There were group discussions, 
including the PI, and research assistants, that contributed to informing data analysis, which 
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served as a reliability check (Mays & Pope, 2000). Negative cases (e.g. contrasting evidence to 
the researcher’s findings) were used throughout analysis to expand interpretations. 
Probing 
Probing is the process of eliciting detail and specific descriptions from participants during 
the interview process (Creswell, 2013). This is a significant tool used in conjunction with 
qualitative methods because it allows the participant to produce more information that may be 
significant to research findings with limited influence from the researcher. Therefore, the data 
presented reflects the participant’s experiences, rather than the ideas of the researcher. Thus, 
probing contributes to increasing the confirmability of the study. Within this particular project, 
various strategies were used to probe the participants during interview procedures. The protocol 
was developed using open-ended questions, including the use of words such as “what”, “who”, 
‘how”, “when”, and “where.” The researcher allowed participants to answer questions voicing 
their own views, values, and experiences without leading. Probing techniques, such as active 
listening while waiting for participants to respond/continue, repeating the participants words 
back to them, and encouraging the participant by using affirmations, such as “right”, “I see”, 
and “uh-huh.” Asking participants to “describe” or “tell me about” an experience encourages 
them to expand on their ideas and provide rich detail (Taylor & Bogdan, 1998). Probing, overall, 
helps paint a clear picture as to what the participant is trying to express.  
Triangulation  
Triangulation is the use of more than one data source to examine ideas/concepts from 
participants in an effort to build coherent justification for study themes/ findings (Creswell, 
2013; Maxwell, 2013). This was achieved by conducting in-depth semi-structured interviews 
with participants regarding their school readiness practices, utilizing photographic documents to 
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illustrate their at-home parenting behaviors, and analyzing demographic information to draft 
individual parent memos.  
Member Checking 
Member checking refers to the process of ensuring data accuracy (Lincoln & Guba, 1985; 
Mays & Pope, 2000). This was achieved through reviewing data and confirming interpretations 
with participants. For example, when participants respond to a particular question, the researcher 
rephrased/ paraphrased the participant’s response to ensure that the meaning behind their 
response was clearly understood. This is an important aspect of qualitative researcher because it 
ensures study validity/ credibility (Mays & Pope, 2000). Asking participants to elaborate when 
points aren’t clear to that misunderstandings don’t occur will also take place.  
Peer Debriefing 
Members of the Ethnographic Research Lab aided in the peer debriefing process. This 
process included meetings in which research team members can ask probing questions about the 
methods, descriptions, conclusions, and possible biases present in the study. The purpose of this 
process is to receive critical feedback in order to ensure the credibility and trustworthiness of the 
data (Lincoln & Guba, 1985; Mays & Pope, 2000). This process is effective in identifying 
possible researcher bias and confirming the worthiness and believability of research findings 
(Lincoln & Guba, 1985; Creswell, 2013). Peer debriefing also serves as a coping mechanism for 
researchers to manage the difficulty of fieldwork, including possible side effects of mental and 
physical stress (Mays & Pope, 2000).  
Clarity in Methods (Use of Direct Quotes/ Analytic Memoing) 
In qualitative research, it is very important to have clarity of the data collection and 
analysis process (Fusch & Ness, 2015; Mays & Pope, 2000). As detailed in the importance of 
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dependability, the steps used to interpret the data should be clear, from the earliest simplified 
understanding of a concept, to the later development of a fully formed code (Cresswell, 2012). 
The reader should be able to examine the written accounts provided and determine whether 
interpretations are adequately supported by the data presented. This was achieved in the study 
through the utilization of direct quotes (i.e. participants words/ images were illustrated verbatim). 
Analytic memos on each study participant was also drafted based on the information provided in 
their demographic forms and interview responses.  
Reflexivity/ Positionality 
Positionality is an important aspect of qualitative research. It refers to the influence of the 
researcher’s own background and perceptions on study participants and research findings 
(Creswell, 2013; Maxwell, 2013; Mays & Pope, 2000). It reveals any biases that researchers may 
have by highlighting any personal investments/ involvements in the research. By reflecting on 
their position to the research, researchers are able to address data quality issues (Creswell, 2013). 
As a Black woman from a low socioeconomic status background, it is important for me to 
position myself in relation to this study to ensure researcher bias does not occur. My own interest 
in this topic stems from experiences with my family and educators as I progressed through 
schooling. I am invested in this area of research because it is very personal and can impact the 
ways in which families from neighborhoods similar to my own prepare their children for long-
term educational success. My awareness that this personal relationship to my research exist 
allows me to position myself to reduce the likelihood of bias occurring. 
Therefore, while my racial status will be obvious to study participants, other aspects of 
my background that may be relatable to participants was not discussed during the interviews to 
avoid issues that may occur with over-rapport. However, it was made clear to participants that no 
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judgment would take place during the interviews and that they were free to share and disclose 
any piece of their story that contributes to the research. In place, aforementioned strategies, such 
as prolonged engagement, aided in establishing participant trust and build rapport during 
interviews.  
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CHAPTER 4: FAMILIES’ BELIEFS ABOUT SCHOOL READINESS 
 
“Getting Them Ready for the Next Phase” 
 
This chapter begins the presentation of findings surrounding the beliefs and practices of 
Black families regarding school readiness. Throughout the next six chapters, these families’ 
strategies for preparing their children for kindergarten success is presented.  
Expanding definitions of school readiness beyond nominal knowledge (letters, shapes, 
and colors) and emergent skills for development (reading and writing) to highlight the 
importance of regulatory skills (socioemotional skills and approaches to learning) enables 
families to better prepare their child for the transition to kindergarten. With that understanding, 
this chapter will first outline how school readiness is understood in the context of this analysis. 
Following, families’ beliefs about school readiness will be explored. Specific gender differences 
identified by families will also be highlighted. A discussion on the importance of these beliefs 
will conclude the chapter.  
Meaning of School Readiness 
As there is no standard definition of school readiness, it is often interpreted differently by 
families, teachers, and policy makers. Within this sample, each family had their own 
understanding of what being prepared for kindergarten meant. Shontel, mother a Howard, 
describes school readiness as, “the preparation that parent, teacher, and child must do to prepare 
for kindergarten and the grades after that. The readiness is supposed to be the key to a successful 
kindergarten year.” For most families, school readiness is a “process of preparation,” in which 
the child is “getting ready for another phase” or “moving up to another level.” While these 
definitions encompass important points, they do not speak to the specific skills and abilities 
children and families will need in order to ensure kindergarten success.  
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This section will highlight Black mothers understanding of preparing their children for 
the transition to kindergarten. In conjunction with analyzing their photo documents, the 
following questions were used for analysis: 
1. What does school readiness mean to you? 
2. How would you describe a child who is ready for school?  
3. How would you describe a child who is NOT ready for school? 
4. What would you say are the skills and abilities that are most important for your child to 
learn before starting kindergarten? 
From this, six indicators of readiness emerged: 1) nominal knowledge (N=20), 2) emergent 
literacy skills for development (n=18), 3) socioemotional skills (n=17), 4) general knowledge 
(=14), 5), approaches to learning (n=13), and 6) self-care skills/ personal well-being (n=11) (see 
Table 8). 
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Ariana(Tierra) X X X  X X 
Ayana (Neal) X   X    X 
Briana (Will) X X X       
Deanna (Jordynn) X X X X X X 
Dinitra (Demetri) X X X X    
Ebonie (James) X X X X X X 
Imani (Andre) X X X X  X 
India (Mia) X X   X    
Janay (Shanae) X X   X    
Janet (Deidre)     X X X X 
Jazlyn (Tami) X      X   
Kara (Denise) X X X X  X 
Kendra (Troy) X X X X X X 
Leah (Abdul) X X X X X   
Raven Michael) X X X  X X 
Renee (Ivana) X X X  X X 
Shanice (Jamal) X X X X  X 
Shontel (Howard) X X X X X   
Sylvia (Ashlee) X X X X X   
Tiana (Dwight & 
Duane) 
X X X X X   
Yvonne (Chris) X X    X   




In the literature, nominal knowledge is understood as a child’s basic ability to identify 
letters, numbers, colors, as well as other objects (Barbarin et al., 2008; Snow, 2006) Within this 
sample of 21 families, all expect one mother identified the importance of nominal knowledge in 
their child’s preparedness for kindergarten. Specific aspects of nominal knowledge discussed by 
these families include 1) their child’s ability to recite their ABCs, 2) their child’s ability to count, 
3) their child’s recognition of different colors, and 4) their child’s recognition of different shapes 
(see Table 9). 




ABCs Numbers Colors Shapes 
Ariana(Tierra)     X   
Ayana (Neal) X X     
Briana (Will) X X X X 
Deanna (Jordynn) X X X X 
Dinitra (Demetri) X X X X 
Ebonie (James) X X X X 
Imani (Andre) X X X X 
India (Mia) X   X   
Janay (Shanae) X X     
Janet (Deidre)         
Jazlyn (Tami) X X X   
Kara (Denise) X X X X 
Kendra (Troy)   X     
Leah (Abdul) X X X   
Raven Michael) X X     
Renee (Ivana) X X X   
Shanice (Jamal) X X X X 
Shontel (Howard) X X X   
Sylvia (Ashlee) X X     
Tiana (Dwight & 
Duane) 
X X X X 
Yvonne (Chris) X X     
Total 18 18 14 8 
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Letter recognition. A child’s ability to recognize their letters was the most identified 
form of nominal knowledge discussed. Eighteen mothers believed this was an essential skill for 
being prepared for kindergarten. Yvonne confirms by stating, “a child who’s ready for school, 
like they know some of they ABCs…” Ebonie agrees, and states, “I think before he start 
kindergarten, he needs to learn how to recognize his letters.” Imani states that her son, “should 
be at least able to identify half of the alphabet or more.” Renee also agrees that it is an important 
skill and states her daughter, “knows her ABCs. We sing that every morning when I come into 
the school with her.” 
When asked to discuss why it was essential for children to acquire letter recognition skills 
prior to entering kindergarten, our families argued its importance. These mothers believed letter 
recognition was the beginning step in learning other critical skills, such as spelling, reading, and 
identifying sight words. Dinitra affirms that not being able to recognize letters is “basically not 
knowing half of the things that you should know before you go to kindergarten.” For these 
families, letter recognition is foundational knowledge for kindergarten success.  
Number recognition. A child’s ability to identify and recite their numbers was also 
recognized by eighteen mothers as an important aspect of nominal knowledge while preparing 
their child for kindergarten success. Dinitra states that this is an important skill because, “if you 
don’t know your numbers, how can you subtract or add?” Briana states, “knowing how to count 
to 100 and how to recognize numbers” are important. Imani affirms that “even though they 
should know how to count higher” children should “at least [know] the numbers 1-10 by 
kindergarten.”  Kara also believes number recognition is important and states her daughter 
“needs to know how to at least count to 20.” Deanna also believes her daughter should “know all 
the basic things,” including “her numbers 1-20.” Kendra also agrees that children “should know 
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how to count” without specifying a specific range of numbers children should know. Again, 
these families spoke to the importance of number recognition as a foundational skill for other 
academic skills, such as in the use of mathematics. Without mastery of this skill, families believe 
their children lack knowledge of “the ground things” and risk falling behind.  
Color recognition. Fourteen families spoke to the need of their children to know how to 
identify their colors. Deanna states her daughter “knows all of her colors.” Kara affirms her 
daughter knows “most of her colors.” Tiana believes that a part of being prepared is “knowing 
the basics,” which includes knowing “the colors.” Jazlyn agrees, and states that “before [her 
daughter] started school, I was teaching her colors.” Imani describes a child who is ready for 
school as one who “knows his colors” and was concerned when her son displayed difficulty in 
remembering. She states that, “for some reason it was like one minute he could remember, and 
then he couldn’t remember…I was thinking maybe it was something wrong with him, like he 
was colorblind or something. But he’s fine with it now.” Illustrating that to her, color recognition 
is an important aspect of readiness.  
Shape recognition. Eight families believed teaching their children shapes was a part of 
preparing for kindergarten. Dinitra believed shapes encompass “the basic stuff before they can 
move ‘em forward.” Briana describes a child who is ready for school as one who “can recognize 
shapes.” Ebonie affirms that “we do shapes” in an effort to prepare her son for kindergarten. 
Deanna agrees that her daughter knows, “most of [the] shapes. Shanice also agrees that knowing 
“shapes and sizes” is important. Her son uses his knowledge of shape recognition to accomplish 
other tasks, such as completing puzzles. Shanice affirms that knowing shapes is “teaching her 
son how to put a puzzle together.” Through his shape recognition, Jamal is “able to look at the 
box and look at the pieces to know where they go.”  
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Emergent Literacy Skills for Development 
 A child’s earliest signs of interest in and ability to engage in the writing process, which 
includes representing ideas through drawing or tracing, as well as reading and/or assigning 
sounds to letter combinations, is described as emergent skills (Whitehead, 2009; Brown, 2014). 
Eighteen mothers in this study spoke to the importance of these skills during their child’s 
transition to kindergarten. Specifically, these families identified the importance of knowing how 
to, 1) write (especially their own name), 2) draw, 3) trace, 4) read, 5) sound out words (phonics), 
and lastly 6) spell (see Table 10). 
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Drawing Tracing Reading Spelling Phonics 
Ariana(Tierra)     X         
Ayana (Neal)               
Briana (Will) X X     X X   
Deanna (Jordynn) X X X X X     
Dinitra (Demetri) X X       X   
Ebonie (James) X X X X X X   
Imani (Andre) X X     X     
India (Mia)         X     
Janay (Shanae) X X           
Janet (Deidre)               
Jazlyn (Tami)               
Kara (Denise) X X   X X     
Kendra (Troy) X X       X X 
Leah (Abdul) X X X   X     
Raven Michael) X       X     
Renee (Ivana) X X X X X   X 
Shanice (Jamal) X X X X X X X 
Shontel (Howard) X X     X   X 
Sylvia (Ashlee) X X     X X   
Tiana (Dwight & 
Duane) 
X   X X X   X 
Yvonne (Chris) X       X     
Total 16 13 7 6 14 6 5 
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Writing. Sixteen families spoke on the importance of mastering writing skills when 
preparing for the transition to kindergarten. Shontel, who designed a complete workspace for her 
son Howard, also purchased him a writing table where he practices his numbers and letters. She 
states. “I [say] well now, it’s time to write…and then he can know exactly where the writing 
table [is] and what drawer to pull out to get the markers and stuff.” For their family, this 
designated space allows him to practice his skills, and complete his worksheets in a comfortable, 
yet enriching environment.  
Janay also believes in the importance of writing skills. For her daughter, Shanae, she 
states, “Making sure she’s learning. Making sure it’s coming from home too. Making sure she 
knows how to write…working on her writing skills.” Tiana agrees that writing is a skill that 
children should have prior to entering kindergarten. She affirms that, “…their handwriting…I 
really would like them, well we been working on that…their handwriting.” Raven and Ebonie 
also agree that “learning how to write” is an important skill because it encourages fine motor 
skill development. Before starting kindergarten Ebonie affirms that, “he needs to learn how to 
hold a pencil.” Which is a skill supported through practicing writing tasks.  
In addition to general writing skills, thirteen mothers spoke to the specific need for their 
children to know how to write their own name. Leah affirms, “I’m working now on him and his 
letters, and writing his name.” Sylvia agrees that a child that who is ready for kindergarten can 
“probably write their first and last name.” For Kendra, “School readiness means making sure that 
he’s prepared and going into kindergarten at least making sure he can write his name.” For 
Ebonie, speaking with her son about kindergarten motivated him to want to practice his writing 
skills. She states, “I was just telling him, you gon’ be going to big kid school, so we got to do 
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this…you know…so he was motivated to actually sit down and practice his name.” She goes 
onto affirm that: 
Writing his name is important and he needs to learn how to write his letters. So, I 
say why not start with the letters in his name? At least he can identify those, and 
he know how to write his name. 
 
Imani, who purchased a blackboard for her son, Andre, utilizes it for practicing writing tasks as 
well. She states: 
A blackboard that I found online actually sticks to the wall. So, me and my 
mother, we have him going over, you know, writing his name on the board…so 
he’s writing his name…we working on his last name now.  
  
For these families, knowing how to write, especially their own name, is an essential skill. For 
these families, writing illustrated readiness for school because it meant that they’re able to 
engage in educational material, such as worksheets and enrichment books, while also able to 
identify their own self.  
Drawing and tracing. Seven families believed their children needed to know how to 
draw, and 6 families believed their children needed to know how to trace prior to entering 
kindergarten. Renee argues that these are important skills to have because kindergarten requires 
more writing than preschool. By “tracing her name on her own” she’s able to practice these 
needed writing skills. Tiana has similar beliefs. For her son Dwight, she purchased books where 
he’s able to practice these skills. She states, “I sit them at the table in their individual chairs and 
give them instructions on what to do as far as handwriting books and dry-erase board 
instructions…they sit there and trace.” Shanice also thinks these are critical skills. She purchased 
Jamal a large container of color pencils, markers, and crayons to draw and trace with. When 
asked what skills these aid in promoting, she argued that, “he’s just exploring.” Through 
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activities, such as drawing, Jamal is, “learning animals…the actual colors of the animals.” 
Demonstrating again that mastering one skill can aid in the development of another.  
For example, Deanna highlights how tracing his alphabets encourages her son to not only 
learn his letters, but, as discussed earlier, can aid in the development of his fine motor skills. She 
states, “I will tell him to stay in-between the lines or follow the arrows.” When asked how that 
impacts his fine motor skills, she affirms, “they are good…he holds [the] pencil really well.” 
Subsequently, Ebonie argues that tracing helped her son learn how to write freehand. By 
“connecting the dots”, “learning the letters” and “tracing it” he was able to develop his writing 
skills. 
Ariana believes drawing and tracing are important skills to learn prior to kindergarten 
entry because it teachers her daughter valuable life lessons. She asserts: 
I tell her to focus on staying in the lines, [to] be neat, and if you get out of the line 
and it’s a mistake, that’s ok. But, I tell her to be, it has a lot to do with uniformity 
as well ‘cause when you’re coloring and you’re staying in the lines, it gives you, 
it brings about a lot of order and being neat and clean…that applies to everyday 
life.  
 
For these families, drawing and tracing are the foundation for other writing abilities, including 
writing freehand, learning how to write their name, as well as learning real-life skills, such as 
“cleanliness” and “neatness.” 
Spelling. Six families believed spelling was a crucial skill in emergent literacy 
development. Shanice confirms this by stating in order for Jamal to learn how to write his name, 
he first had to learn how to spell it. She asserts, “he knows how to spell his name…at least some 
parts of it.” Ebonie agrees, she confirms that, “he needs to learn how to spell his name…the 
letters, he needs to learn how to recognize his letters.” Briana also asserts that a part of the basics 
for kindergarten readiness is knowing “how to spell his name.” Dinitra also agrees that “spelling 
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first and last name, which my son know how to do,” shows readiness. For Sylvia, this is an 
important skill because the children not only “know how to spell,” but also, “understand what ya 
writin’ and knowin’ what ya writing.” This illustrates that knowing how to write their name is 
important, but also understanding what they’re writing is the key developmental skill that 
differentiates spelling versus just tracing letters.  
 Reading. Reading was a skill that fourteen families believed was important for their child 
to know going into kindergarten. Sylvia discusses the importance of this skill by affirming, 
“Reading is a big skill to me ‘cause you read everything. You read numbers. You read ya name. 
You read everything. So, reading and comprehending [are] two of the best skills she need to 
know.” India agree, she affirms her daughter Mia will “be ready to go with book bags and books 
and knowing how to read some of the things.” Briana also believes that reading is “one of the 
ground things” children should know prior to kindergarten entry. For Yvonne, school readiness 
encompasses knowing how to “read and write.” Raven is teaching her son Michael how to “see 
sight words” so that he’ll “know the words that they’re going to be using in kindergarten.” Tiana 
is “working on the reading and vocabulary” with her son Dwight so that he is prepared as well.  
 Kara was the only mother who mentioned speaking to a kindergarten teacher regarding 
reading skills prior to school entry. She affirmed that her daughter’s school wanted Denise to 
know “the front of the book, back of the book, the sides of the book, where the title of a book is, 
and [on] the inside, where does she start, left to right or right or left.” So, while she isn’t 
necessarily teaching her how to read, she’s preparing her to begin reading.  
 Phonics. Five families spoke on the importance of phonics in emergent literacy skill 
development, especially in the early stages of reading comprehension. Shontel states Howard, 
“needs to know his phonics. So, she supplied, “a reading wall” where there are, “long vowels, 
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and some tips about adverbs and synonyms.” Tiana agrees, she believes they don’t only have to 
know “the letters…the alphabets...” but also be able to identify, “the sounds.” Shanice follows up 
on this point by asserting that her son, “knows all the steps of his ABCs fully…they way they 
look, sound, if he can [identify] them.” For these families, phonics is the beginning stages of 
reading and learning how to comprehend letters and words. Through phonics, they’re able to 
ascribe meaning.  
Socioemotional Skills  
 Socioemotional skills consist of two types of developmental readiness. A child who is 
socially prepared for kindergarten is able to interact well with others, can positively adapt to their 
school environment, and possess the needed social capabilities to play and learn (Blair and 
Raver, 2015). A child’s emotional readiness speaks to their ability to understand their own needs 
and abilities, as well as the feelings of other people. In addition, a child should be able to express 
their feelings in an appropriate way (Blair and Raver, 2015). Seventeen mothers identified the 
following aspects of socioemotional preparedness for kindergarten: 1) independence, 2) can 
regulate emotions and behaviors, 3) gets along with others, including teachers and peers, 4) 
adjusts to the kindergarten setting, and 5) can communicate their needs (see Table 11). 
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Independent  Regulates 
Emotions/ 
Behaviors 








Ariana(Tierra)     X X   
Ayana (Neal)   X   X   
Briana (Will)       X   
Deanna (Jordynn) X X X     
Dinitra (Demetri) X   X     
Ebonie (James) X X X X X 
Imani (Andre) X       X 
India (Mia)           
Janay (Shanae)           
Janet (Deidre)   X   X X 
Jazlyn (Tami)           
Kara (Denise) X         
Kendra (Troy)   X       
Leah (Abdul)     X   X 
Raven Michael)   X X     
Renee (Ivana) X         
Shanice (Jamal) X         
Shontel (Howard) X X X     
Sylvia (Ashlee)       X   
Tiana (Dwight & 
Duane) 
X X     X 
Yvonne (Chris)           




Independence. Independence is a socioemotional skill that describes children being able 
to complete basic tasks on their own. Nine families believed that this was important for 
kindergarten entry. For example, Renee states Ivana “knows to wash her hands right before its 
time to eat…she does that on her own. I don’t have to tell her that.” Dinitra also believes these 
kinds of skills are important in establishing independence. In regard to her son, Demetri, she 
asserts that:  
One of my friends was just talking to him about tying his shoe. Like ‘oh you ain't 
gon’ be able to hang with the big guys if you don’t know how to tie your shoe.’ 
And then all of a sudden, he like ‘boom, I know how to tie my shoe 'cause I want 
to hang with the big boys.’ 
 
Ebonie agrees. She believes in order to fully be ready for school, a child must “learn how to do 
things on their own.” For Imani, her son’s emergent literacy skills aid in his independence. She 
states: 
He know how to pick his favorite things off the DVR even though he don’t know 
how to read…I told him like, ‘well you gotta look for this letter and this letter and 
that’s how you know what movie this is.’ So, he know he can find movies on his 
own.  
 
Independence allows for these children to explore on their own. By practicing these acts in the 
comfort of their home environments with support of their parents, these children will feel more 
empowered in completing tasks independently in the classroom.  
Regulates emotions and behaviors. Self-regulation speaks to a child’s ability to focus 
and maintain attention, as well as control emotions and stress in varying situations (Blair and 
Raver, 2015). Eight families spoke on this as an important skill when entering kindergarten. 
Shontel exemplifies this by stating: 
[Knowing] how to regulate his emotions and feelings, like emotional skills. To 
have been around other children…to be able to problem solve on his own…those 
are the skills that he touch base on in pre-k that will help him in kindergarten.  
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Ebonie affirms by stating “a child that is ready for school don’t have any social and emotional 
problems… [they know] how to comfort themselves.” Janet believes school readiness means 
“knowing when to talk, when not to talk… Showing discipline. Showing she has self-control.” 
Tiana believes that its important also, and a skill her son needs to continue developing. She 
asserts, she wants her son “to be able to recognize ‘I’m feeling sad’ or ‘I’m a little upset right 
now’ or ‘I’m tired’. I would like for him to communicate that better than to throw tantrums.” 
When asked why this is a skill her son needs before entering primary school, she confirms that, 
“I need [him] to be emotionally prepared for regular kindergarten. I think that’s very important.” 
Self-regulation of emotions and behaviors for these families meant their child was ready to 
engage in the classroom, with both their peers and the teacher. Most importantly, they believe 
this will enable student to better engage in their academics. 
Gets along with others. Along with self-regulation, getting along with others is a social 
skill in which seven families believed was important for kindergarten entry. In this, children are 
able to “communicate with each other”, know the value in “sharing”, and “get along with other 
kids” as explained by Ebonie. She also asserts that these are skills “they need to know before 
they go.” Raven is teaching Michael these skills and believes his ability to “participate in the 
group and without the group,” will aid in his school readiness. Deanna, following up, stating on 
the first day of school, she’d like to see how Jordynn “gets along with the rest of the 
kids…basically [how’s] her behavior.” Through this display, these families believe their children 
are demonstrating the socioemotional readiness to succeed in school.  
This is an important skill to have, as discussed by Ariana, whose daughter is struggling 
with being around people other than her family. She asserts that: 
It’s very important to me because she is a very bright child. She’s very close knit 
with her family… sometimes she can have issues to where she does not want to 
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be around these kids…she wants to be around family. I let her know that change 
is good. It’s good to branch out. It’s good to be around other types of kids. It’s 
healthy. It’s a part of growing up.  
 
For Ariana, the idea that her child’s education may be at jeopardy because she isn’t able 
to fully function around other children is worrisome for her. Highlighting that her child is 
academically prepared to do well, this exemplifies the importance of both socioemotional and 
academic preparedness for school success.  
Adjusts to kindergarten setting. Children who adjust to the kindergarten setting are 
aware of the new responsibilities and expectations of their new learning environment, including 
interactions with teachers and peers. Six families spoke on this as a skill necessary for 
kindergarten success. Ebonie describes this as, “they have to know, like ok, it’s time to 
learn…it’s time to play…they have to know the difference.” Janet describes this adjustment in 
Deidre as, “it used to be a fight with her, but now it’s just like she’s accustomed to 
it…understanding what it is that you have to do in the morning.” When discussing how to know 
a child isn’t ready for school, Ariana states: 
[When] they’re afraid of change because they don’t know what to expect. They’re 
so used to the same routine, the same environment, and then you’re telling them 
that they’re going to a different environment which is a new experience. 
 
Ayana has a similar idea about adjustment, and affirms that school readiness is, “making sure 
they’re prepared [and] know what to expect…knowing that it’s not the same as Head Start…it’s 
more work that needs to be done.” Sylvia further exemplifies this by asserting, “make sure she 
has everything she needs to move on and feel comfortable and confident about her moving on. 
When asked why this is an important skill, Ebonie describes: 
Like if [the teacher] say ‘okay, play time is over. It’s time to do reading.’ Then he 
needs to learn how to put the toys back without having a problem with it…like 
crying or whining. 
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For these families, ability to adjust was described in terms of acknowledging the 
expectations of beginning kindergarten, including the additional workload, decrease in play/free 
time, as well as the additional time in the home it will take to get ready and complete work 
assignments. 
Communicates needs. Communication is a social skill that allows children to share what 
they know and understand. Five families believed this was skill their child needed to have prior 
to entering kindergarten. Imani asserts that, “I talk to him in complete sentences. I make sure that 
he’s speaking complete sentences too.” Janet is also teaching her daughter “the proper way to 
talk to people.” Leah agrees that “communicating” is a skill that children should have prior to 
entering kindergarten. When asked with this is an important skill to have, Tiana affirmed that its 
enables children to “communicate their feelings.” Ebonie also adds that it shows children, “how 
to talk to their teachers.”  
General Knowledge  
 Information that is useful to children when they are separated from their parents, or can 
aid in emergency situations, including the ability to solve problems and self-identify, is described 
as general knowledge (Barbarin et. al, 2008). Fourteen mothers spoke on the importance of these 
skills during their child’s transition to kindergarten. Specifically, they highlighted their child’s 
ability to 1) self- identify, 2) give their home address and phone number, 3) state their days of the 
week/ months of the year, 4) give their age and birthday, 5) give the names of family members, 
and 6) tell time (see Table 12). 
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Age/ Birthday Family Names Tell time 
Ariana(Tierra)             
Ayana (Neal)             
Briana (Will)             
Deanna (Jordynn)   X         
Dinitra (Demetri) X X   X     
Ebonie (James) X X X     X 
Imani (Andre) X           
India (Mia) X   X       
Janay (Shanae) X           
Janet (Deidre) X X         
Jazlyn (Tami)             
Kara (Denise) X X X   X   
Kendra (Troy) X           
Leah (Abdul) X           
Raven Michael)             
Renee (Ivana)             
Shanice (Jamal) X   X X     
Shontel (Howard) X X         
Sylvia (Ashlee) X           
Tiana (Dwight & 
Duane) 
X           
Yvonne (Chris)             
Total 13 6 4 2 1 1 
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Own name. Thirteen families believed it was an important skill for their children to 
know their own name. For Janay, it was important that her daughter knew her own name, “by the 
time she make it into the big school.” India confirms by stating, “I’d teach her, her name,” when 
discussing kindergarten preparedness. Janet agrees, she argues that, “she needs to learn her 
name, that’s most important.” For many of the families, teaching their child their name 
encouraged the development of other skills. Imani, for example, works with her son on his name 
by having him practice writing it. She’s affirms that he’s working on his name, “and it’s really 
getting him prepared,” for kindergarten.  
 Home address/ phone number. Six families discussed the importance of their child 
knowing their home address and phone number. Dinitra affirms “the only thing I probably have 
to work on him with is his address and phone number.” Janet states that her daughter, “needs to 
know her address.” While Kara asserts that her daughter “needs to know her address…and my 
phone number.” Both Shontel and Ebonie confirm these beliefs. For these families, it was more 
of a safety issue of their child being able to contact their parents or get home alone/ direct 
someone to their home, if need be.  
Days of the week/ months. Four families thought knowing the days of the week and 
months of the year was useful in kindergarten. India states, “I teach her…stuff that she need to 
know…the days of the week, the months, and stuff [like] that.” Ebonie is also teaching the days 
of the week to her son James. Shanice affirms that her son Jamal knows, “the days of the week, 
months, the years…that’s another thing that I teach him.” Shanice affirms, as will be discussed 
below, that this a skill that enables him to learn important dates of the year, such as his birthday.  
Age/ birthday. Dinitra and Shanice are the only two mothers who believed children 
should know their age and/or birthday. Dinitra believes if a child who is unaware of when their 
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birthday is, isn’t prepared to enter school. Shanice agrees that a skill prior to entering 
kindergarten is a child, “[knowing] his birthday as well as his age.” She argues that this is a 
useful skill to have because, “just seeing the months, the days and say the year,” help him learn 
other skills. 
Family names. Kara is the only mother who said since her daughter was 2 years old, 
could give “her family members names.” She believes it’s important for Denise to know her 
parent’s full names and states, “She knows both her parents first, middle, and last name. She got 
that down…” This, to her, demonstrates that a child is prepared to not only enter school, but also 
spend time away from her family so that in the case of an emergency, her parents can be found 
and notified.  
Tell time. Ebonie is the only parent who believed children should know how to tell time. 
She affirms this is a useful skill because: 
He’ll know what time it is. I don’t know if they really work on that in 
kindergarten, but just for him to already have an idea. I find that if you already 
have an idea of things, it will be easier for you. You won’t find ‘em so difficult 
when it’s time for you to learn them. 
 
Basically, this is a skill that she believes will aid in her son’s transition. By being able to tell 
time, he will be able to manage his expectations better regarding activities, including when it’s 
time to play and when it’s time to work.  
Approaches to Learning 
  The skills, knowledge, and capabilities children use to acquire knowledge is described as 
approaches to learning (Hair et. al., 2006). This aspect of readiness focuses on how children are 
prepared to learn in the classroom, and surrounding settings. Thirteen mothers identified the 
following approaches to learning, 1) ability to follow rules/ know routine, 2) ability to pay 
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attention or focus, 3) is excited for school, 4) can be separated from their parents for an extended 
period of time, and 5) is patient (see Table 13).  
















Ariana(Tierra)   X X     
Ayana (Neal)           
Briana (Will)           
Deanna (Jordynn)     X     
Dinitra (Demetri)           
Ebonie (James) X     X X 
Imani (Andre)           
India (Mia)           
Janay (Shanae)           
Janet (Deidre) X X X     
Jazlyn (Tami)     X     
Kara (Denise)           
Kendra (Troy) X X     X 
Leah (Abdul) X X       
Raven Michael) X   X     
Renee (Ivana) X   X     
Shanice (Jamal)           
Shontel (Howard) X X   X   
Sylvia (Ashlee) X         
Tiana (Dwight & 
Duane) 
  X       
Yvonne (Chris) X X       
Total 9 7 6 2 2 
 
 Ability to follow rules/know routine. Nine families discussed their child’s ability to 
follow classroom instruction and/or be aware of the school routine as important aspects of school 
readiness. Shontel asserts that a child who is ready for school is, “ok for some amount of time 
[being] able to sit and listen to the teacher.” Yvonne confirms that an important skill of school 
readiness is a child’s ability to “follow directions…because [the teachers] help him learn better if 
he follow directions and listen.” Ebonie agrees, and says, “They have to be able to sit down. Ya 
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can’t have kids that want to play all the time. Leah and Raven affirm establishing a routine is 
useful for children and helps them “follow directions” by knowing, “like ok, we do this daily.” 
Sylvia asserts that children should “know how to follow directions,” and Kendra confirms this 
belief by arguing it teaches them proper behavior and how to self-regulate their emotional 
responses. Through following rules, Kendra asserts her son learns skills, such as, “being able to 
listen.” 
Ability to pay attention or focus. Seven families described school readiness as their 
child’s ability to pay attention or focus in the classroom, and surrounding areas. Ariana describes 
the importance of this skill. She states: 
I would say listening is the number one [skill]…not allowing anyone or anything 
to distract you from getting to where you need to be because a child can talk and 
then you’re all of a sudden so quick to see what’s going on over there.  
 
Ariana affirms that this is an important skill to have because regardless of a child’s academic 
knowledge, if they cannot focus in the classroom, they won’t be able to further their learning and 
reach their full academic potential. In regard to her daughter Tierra, Ariana says, “she’s a very 
fast learner because once she gets into it, she goes. There’s no stopping her. But, she has to get to 
that place first.” Janet agrees, she asserts, “school readiness means a number of things [but] focus 
number one.” Leah supports this belief, adding that “paying attention” is an essential school 
readiness skill. 
Tiana exemplifies this by demonstrating when she completes educational activities with 
her children in preparation for kindergarten, there aren’t any distractions, such as the television. 
She affirms that this is, “so I can grasp [their] attention and [they] can understand. And, be able 
to hear me clearly.” Through this, she is able to aid her children in completing educational tasks, 
such as puzzles, coloring, and workbooks that encourage learning. By removing aspects of 
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distraction, such as the television, she is teaching her children the importance of focusing on 
their work and paying close attention to instruction/ interaction with the educator.  
Excited for school. Six families thought children who are excited to start school are 
ready for kindergarten entry. Janet describes this by stating: 
A child who’s ready for school should be smiling, should be happy. Should be 
looking forward to seeing their friends, seeing the teacher, what they’re gonna 
learn. I think you know, probably them up before you. ‘Mommy, I’m ready to go 
to school’ you know, happy about [and] looking forward to it.  
 
Jazlyn affirms that, “what’s gonna help her be successful in kindergarten is having that eagerness 
and that motivation.” Raven agrees that they should be “eager to learn.” Ariana also adds being, 
“excited about something, they won’t stop talking about it.” Renee has a similar understanding 
and describes a child who’s excited and ready for school as one who wants to attend even on 
days off. She states: 
I know she’s ready ‘cause even when you have days off in school, she still wants 
to come to school even though the days are off…Like to say the MLK day that’s a 
day that we all take off, but she still wants to come to school regardless.  
 
These families describe school readiness as a feeling that children exhibit to let their 
parents know that they are enthusiastic about school entry. This motivation stem from their 
understanding of moving from the Head Start program to big boy/girl school, where there are 
larger expectations for them.  
Can be separated from their parents. Only Ebonie and Shontel discussed a child’s 
ability to be separated from their parents as an indication of school readiness. Shontel affirms 
that, “a child who’s ready for school can be able to stay a few hours away from their parents 
upon drop off, they’re ok with saying goodbye, and that separation.” Ebonie agrees. She asserts 
that a child, “could break away from their parents and be like, ‘okay, I’ll see you later’, you 
know, without crying.”  
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Patience. Ebonie and Kendra are the only to mothers who spoke on patience as a skill for 
children entering kindergarten. Ebonie works with her son on this skill through completing 
educational activities, such as coloring and completing worksheets. At times, they’re working for 
20-25 minutes at a time, and patience is a needed skill to complete the work. Kendra affirms the 
importance of this skill by stating, “I know he’s a kid but being able to have some patience, you 
know as far as sitting. You know he’s very bouncing around all over the place.” 
Self-Care Skills/ Personal Well-Being  
Activities of daily life including eating, dressing, and cleaning oneself are referred to as 
self-care skills (Hair et. al., 2006). Components of health, including sleep and nourishment make 
up a child’s personal well-being (Hair et. al., 2006). Eleven mothers spoke on the need for self-
care skills and personal well-being as needed tools for kindergarten success. Specifically, they 
spoke to the need of 1) knowing how to manage their personal hygiene, 2) knowing how to dress 
themselves, 3) knowing how to feed themselves, and 4) being well rested and nourished. (see 
Table 14).
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and Nourished  
Feed 
Themselves 
Ariana(Tierra)     X   
Ayana (Neal) X X     
Briana (Will)         
Deanna 
(Jordynn) 
X X     
Dinitra 
(Demetri) 
        
Ebonie (James) X X     
Imani (Andre)   X     
India (Mia)         
Janay (Shanae)         
Janet (Deidre) X   X   
Jazlyn (Tami)         
Kara (Denise) X X X X 
Kendra (Troy)   X     
Leah (Abdul)         
Raven Michael) X X X   
Renee (Ivana) X X   X 
Shanice (Jamal) X   X   
Shontel 
(Howard) 
        
Sylvia (Ashlee)         
Tiana (Dwight 
& Duane) 
        
Yvonne (Chris)         
Total 8 8 5 2 
 
Dressing. Eight families thought their child should be able to get dressed on their own 
prior to entering kindergarten. Ayana believes a child entering kindergarten should “know how 
to tie they shoes. Get they self-prepared, ya know…put on they clothes…put on they jacket [and] 
know how to zip it up.” Dinitra, Kara, and Imani follow up this point by affirming a child 
entering kindergarten should know how to “tie their own shoes.” Imani asserts that, “that’s 
something we been working on.” She also adds, “We been working on him knowing how to put 
his clothes on the right way.” Renee is teaching her daughter similar skills. She affirms that, “she 
 80 
get her own clothes together…she do know how to put on her pants on and everything…she 
know how to put them on and button them up and zip it up and all of that.” Even though Renee 
adds that she helps her put the clothes on in the morning, her it’s important for her daughter to 
know how to do these things on her own.  
Managing personal hygiene. Six families discussed some aspect of personal hygiene as 
an important school readiness skill. Primarily, families were teaching their children how to brush 
their teeth and how to use the bathroom on their own. 
Deanna, Shanice, and Raven are teaching their children how to brush their teeth as a 
developmental skill in preparation of their transition to kindergarten. Deanna affirms that teeth 
brushing is a necessary skill for children to have in preparing for kindergarten because it teaches 
Jordynn, “teeth [are] important. [It’s] teaching her hygiene, [and keeps] her teeth clean and 
breathe smelling good.” But most importantly, “she’s learning how to do it on her own without 
assistance.” Similarly, Shanice believes, “hygiene is the most important thing,” and tells Jamal 
daily. She affirms, “He always wake up in the morning and before he go to bed, he brush his 
teeth and wash his face and stuff.” Raven also confirms teeth brushing as a school readiness skill. 
She states, “he gets up at 6:40…it’s brush teeth time.” 
Ebonie and Ayana are the only mothers who specifically spoke on teaching their children 
how to use the bathroom on their own. For these mothers, knowing how to use the bathroom on 
their own is important for their personal development. Ebonie asserts, “they’re potty 
trained…you know…learning how to do things on their own.” Ayana adds, that in kindergarten 
“they want the kids to more than likely be potty trained. Well, they can’t go [not] potty trained.” 
Their understanding is that their children will not be able to function in this environment without 
knowing how to use the bathroom on their own.  
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 Being able to manage their own personal hygiene is a developmental skill these mothers 
highlight as critical for transiting to kindergarten. While not directly related to academic ability 
or performance, it demonstrates that the child is able to function somewhat independently.  
While these experiences highlight the importance of these skills for teaching children 
independence. Kara discusses how allowing her daughter to dress herself helps teach her left 
from right. She affirms, “she put [her shoes] on wrong. I’m like ‘how your feet feel?’ and she’ll 
look at me like, ‘they’re on the wrong feet’…she’s letting me know that she knows her right 
from her left.” Through engagement in these activities, these children are able to establish 
independence by choosing their own clothes, develop motor skills by dressing themselves, and 
learn how to distinguish different parts of their bodies.  
Well rested and nourished. Five families believed being well rested and maintaining 
proper meals supported a child’s school success. Janet asserts that a well-rested child is one who 
is ready for school. She believes parents should, “make sure they get a good night’s rest,” as well 
as “making sure you get a good’s nights rest” because “you have to get them up.” By getting 
adequate sleep, the children are energized and ready to engage in school the next day. Parents 
receiving their needed amount of sleep also allows them to ensure their child I properly dressed, 
feed, and prepared for school, including arriving on time. Shanice illustrates this point by 
affirming that establishing a sleep routine, “shows [the child] what they doing…sometimes they 
have time where they have TV time…where they color… [and also] when it’s time for a nap.” 
Rest is a required aspect of everyone’s daily life. Through incorporating a bedtime routine these 
families are teaching their children why it’s important to rest.  
In regard to nourishment, Kara believes the “importance of eating breakfast” is that you 
“always need to eat breakfast ‘cause you think better when you have food in [your] tummy. You 
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know, your brain functions better. If you’re hungry, you can’t focus.” Again, this speaks to the 
ability to adequately learn and perform to your best ability. When children are well-rested and 
nourished, they are better prepared to learn.  
Feeding. Only Kara, Shanice, and Renee spoke on a child’s ability to feed themselves as 
an important school readiness skill. Renee believes that this skill helps her daughter learn how to 
prepare her own food. She states, “She put it on a plate and I put it in the microwave and I cut it 
up…syrup, she pour it on there.” Kara also allows her daughter to make her own food. She 
states, “she get one of them plastic butter knives, get her miracle whip, her mustard.” When 
asked why this was a useful skill for her daughter to have, she affirms that it teachers her other 
skills, like independence. It’s also an opportunity for them to work on developing forms of 
nominal knowledge, including working on colors and shapes. Shanice adds to this by stating: 
It’s teaching him how to be his own person, like its showing him his growth. Like 
I said, nobody’s going to be there the whole time and hold your hand. So, it's 
showing him he knows his way around the kitchen, he knows how to pour hisself 
a cup of milk, he knows how to maintain and do it on his own. 
 
The most important about this skill for families was allowing their children to grow and 
develop, so that they felt comfortable completing tasks on their own. Each parent spoke on the 
development of independence, as well as its relation to the development of other important skills.  
Gender Differences 
Gender, especially for Black children, often plays a critical role in how they are viewed 
and treated within the classroom, and surrounding spaces. To speak to this difference, we asked 
families “what specific things does your child have to learn because they are a boy/girl? Primary 
differences highlighted by families include a focus on regulating behaviors and emotions versus 
teaching safety and providing motivation for success.  
Mothers of Boys 
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For mothers of boys, they primarily focused on socioemotional skills, such as ensuring 
their sons behaved properly, including appropriate types of play, and being non-aggressive. They 
also highlighted focusing on tasks. Self-care skills, such as using the toilet independently, were 
also mentioned.  
Mothers who focused on aggressiveness said: 
Imani: He got a tendency sometimes to be a little come off as a little aggressive 
and I tell him not to be so aggressive. Sometimes because he’s so used to be the 
only child so when other kids do come over he’s like no this is my TV we gonna 
watch what I want to watch. Not this is my toy. If I want to play with this toy, I’m 
gonna play with this toy. But you gotta play with these other toys while I’m 
playing with this toy ‘cause this is the toy I want to play with cause they mine. I 
just tell him like “no it’s not like that they you [have] company”. 
 
Raven: He have to learn how to control his anger  
 
Ebonie struggled with an answer but settled on: Getting along with the other boys.  
 
Similarly, some mothers focused on behaving/ focusing. They said: 
 Briana: That girls are not boys…he can’t play rough with little girls.  
 
 Yvonne: [Follow] directions and [stay] focused and [sit] there and [listen].  
 
Shontel: [Knowing when] it’s time for play and it’s time for let’s sit down and 
listen and try to focus.  That transition. 
 
Raven: Learn how to play with other kids and not the rough playing.  
Leah: Can’t play rough with the girls, respectful, that’s not... I don’t think that’s 
just the school though.  
  
Kendra: Don’t hit girls. Yeah, pretty much, you know, don’t hit girls. Be polite. 
So far, I think that will be it. 
 
Mothers who focused on self-care skills said: 
Leah: Making sure that’s he’s in the toilet, not around the toilet cause he’s having 
problems doing that now.  
 
Imani: Because he’s a boy… I always tell him he gotta remember that toilet sit 
down. Remember when he does go to the bathroom, to wash his hands. That’s 
something that I notice a lot of men don’t like doing, that’s nasty. 
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Tiana: Toilet trainin… trying to recognize where he feel it. Like not go at the last 
minute, like that last minute where you have to hurry up and rush. You get- your 
aim is off it’s just everywhere cause you rushing. 
 
For these mothers, establishing proper classroom behavior was a skill they believed their 
child needed to master prior to the transition to kindergarten. Whether it was controlling their 
emotions, getting along with other children, or knowing how to follow simple directions, these 
mothers believed their children would not do well in kindergarten unless they understood how to 
behave. In addition, other mothers spoke on their children knowing how to use the bathroom on 
their own. As the development of this skill, in their understanding, demonstrated both 
independence and readiness to function in different schooling environments. 
Mothers of Daughters 
Mothers with daughters focused on building confidence and motivating their daughters’ 
every day to be successful. There was also an importance on teaching young girls’ awareness of 
their bodies and maintaining safe-spaces. Privacy and safety were important for their daughters’ 
well-being.  
Mothers who focused on motivation/ building confidence said: 
Ariana said: Confidence, well no she has confidence. Well I would say... But I 
also want her to realize that by being a girl, you will have boys and guys may say 
certain things to you that may hurt your feelings but even if it does don’t let them 
see that. Just let it roll off your back, and then deal with it accordingly but don’t 
let them see that. Because people will take advantage of that vulnerability and a 
lot of people get pleasure out of it, sad to say but misery loves company. Some 
children don’t know how to be nice or don’t know how to have good manners 
because of whatever is going on with their own selves, so I just let her focus on 
what you know about yourself and don’t let nobody detour you from that. 
 
Jazlyn said: Well I'mma tell her you’re doing good, ya know, the compliments. 
The compliments, eagerness, when she came here the eagerness the compliments, 
ya know, just being able to come out and just go into the part being with other 
kids and stuff ya know I would say the eagerness ya know telling somebody ohh 
it’s a good job everybody wants to know that they’re doing good ya know 
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everybody wants a compliment and that’s a good thing. I think that if a child don’t 
get a compliment how he know that he or she is doing good whether it’s good or 
bad, it’s still something that can make you feel good inside 
 
Mothers who focused on self-care skills said: 
Kara said: Well I have her use the bathroom at home. How to properly wipe 
herself and wash her hands.  
 
Deanna said: How to use the bathroom properly. How to act like a little girl. 
Some kids like maybe act older than they age. You know things like that. So, you 
have to teach them that they not grown. They just still you know a kid. A little 
girl. 
 
Janet said: How to properly groom herself. Making sure her hair is combed, 
making sure her clothes are neat, making sure she’s, you know, well- basically 
just well-groomed.  
 
Mothers who focused on safety and privacy said: 
India said: When I pick her up and if I be late…no. like when it’s time to be 
picked up and if someone else is trying to pick her up don’t go to them. That, and 
like don’t let no body touch her nowhere…and you know…like safety and 
privacy things. 
 
Janet said: Making sure that when she sits down, as a young lady, she’s got her 
legs folded and crossed. Cause I know girls that’ll just sit with their legs all over. 
Making sure that um she’s being a young lady. Making sure that… she knows 
emergency numbers. So, if she can’t get in contact with mommy, she knows her 
sister’s name, she knows her birthdate. Um, she knows her dad’s number and his 
name. 
 
Janay said: Some little girls…they grew up. They growing up too fast. I don’t 
know about Shanae, she…you have to keep her away from boys sometimes. 
Cause it’s like she think she’s supposed to always hugs ‘em and always play with 
them. Naw, you don’t have ta, just say “hi”, you don’t have to hug ‘em all the 
time… 
 
Kara said: For me personally, I just need her to be able to tell me what she do or 
don’t like, or if someone is you know, no too kind to her…That’s the whole 
protection kicking in.  
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 For these mothers, it was important for them to build confidence in their daughters to 
ensure they were emotionally prepared to succeed in kindergarten. This was achieved through 
motivating them daily, giving compliments, and not only preparing them for what the transition 
to kindergarten would look like, but also making them belief that they would do well. These 
mothers also highlighted, with the increased day-to-day neighborhood exposure their daughters 
would have transitioning to kindergarten, to understand general safety tips, how to choose their 
friends, and to be aware of strangers.  
No School Readiness Gender Differences 
There were also five mothers who didn’t think gender played a significant role in 
preparing their children for kindergarten success. For example, Ayana believes there are no 
gender differences and states, “because he’s a boy? No.” Dinitra agrees, and confirms, “no, that’s 
with any child.” Inferring that all children, regardless of their gender, need to acquire the same 
knowledge and skills. Both Renee and Sylvia state, “I don’t know,” when asked to describe 
specific school readiness skills and abilities related to their child’s gender. Shanice didn’t have 
any particular skills or abilities a girl or boy needed differently to be prepared for school, but 
states, “not that I know of as far as with everyone I always seen. As far as girls, we learn faster 
and quicker than boys do.” 
While gender played an important role for most of the families, including increasing 
focus on socioemotional skills for boys, and approaches to learning for girls, not all families 
recognized these differences. Statistical significance regarding gender differences in school 
readiness has been disproven in the latest research (US Census, 2015). However, that does not 
discredit the substantial findings and real-life experiences of families of color in high-risk 
 87 
neighborhoods, who face far greater consequences when their children aren’t prepared for the 
transition to kindergarten.  
Summary 
School readiness is a multi-dimensional concept, with varying beliefs on its meaning. 
This is evident by the varying responses from the participants regarding their individual beliefs 
about what skills and abilities their child would need to be successful. These beliefs ranged from 
academic skills such as nominal knowledge and emergent literacy skills, to socioemotional 
preparations, such as ability to adjust to their new educational setting.  
Overwhelmingly, families’ believed mastery of nominal knowledge would constitute 
their child being ready to enter and succeed in kindergarten. All except one mother identified 
some form of nominal knowledge (letters, numbers, shapes, or color recognition) as necessary 
skills and abilities. Most importantly, families identified letter recognition as the most important 
skill. Seemingly, foundational knowledge in this area was believed to aid in the development of 
other critical skills, such as reading, writing, ability to know their own name/ family members 
names, as well as other forms of general knowledge. Existing research surrounding school 
readiness supports these claims (Barbarin et. al., 2008; Snow, 2006).  
Emergent literacy was the second most recognized skill families believed promoted 
school readiness. Followed by socioemotional skills, approaches to learning, general knowledge, 
and lastly self-care skills/ personal well-being. This aligns with leading research that affirms that 
primarily, families focus on academic preparations rather than social skills and emotional 
regulation (Barbarin et. al., 2008; Puccioni, 2015; Diamond, Reagan, and Bandyk, 2000). While 
there were families who emphasized the importance of following directions, communicating 
needs, and other non-academic forms of readiness highlighted in existing research, it was not at 
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the same magnitude as those who supported forms of nominal knowledge and emergent literacy. 
Overall, what most parents were able to recognize was that mastery of one skill, aided in the 
development of other skills. For example, many mothers highlighted how learning shapes and 
colors enabled children to complete independent activities, such as puzzles. This could teach 
them not only patience, but also aid in their problem-solving skills. All abilities identified by 
families as components of school readiness.  
Regarding gender, there were only five of the twenty-one families that didn’t believe 
there were any specific skills or abilities their child needed to know because they were a boy or 
girl. The remaining sixteen families identified specific things related to school readiness on the 
basis of gender. Rather than academic abilities, these gender specific skills were more related to 
emotions and behavior for boys (e.g. appropriate play and aggressive attitudes) and concerns 
about privacy/ safety and building confidence/ motivation for girls. Both focused on some form 
of self-care skills, such as how to use the bathroom.  
Black boys are at-risk for higher rates of suspension and other forms of disciplinary 
action more than any of group of children in kindergarten (Stagman & Cooper, 2010). The 
families in this study, therefore, are realistic in their belief that their boys need to know how to 
interact with other students. Establishing their expectations for their sons’ behavior earlier, 
allows them to work with their children so that they are prepared to begin school with a standard 
of behavior.  
In terms of Blacks girls, research shows that they often hold inferior ideas about their 
academic capabilities, beginning as early as four or five years old (Galdi, Cadinu, and 
Tomasetto, 2014). Working to establish their confidence in their academic abilities by providing 
daily motivation can encourage their young daughters during their transition and throughout their 
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educational journey. Safety, while important to teach both young boys and girls, was highlighted 
primarily by families in this study in regard to protecting their daughters’ bodies, and to be 
cautious of interactions with strangers. While issues of safety and perceived aggressiveness may 
not be concerns for more affluent children during school entry, these are the challenges and 
realities many Black families face every day in their neighborhoods.  
In conclusion, these findings demonstrate that mothers have varying beliefs about what it 
means to be prepared for kindergarten. Most importantly, as highlighted by Shontel in the 
opening quote defining school readiness, it is a transition that not only children, but also their 
families, take together with the assistance of both preschool and kindergarten teachers. In the 
following chapter, findings presented will highlight how these mother’s beliefs about school 
readiness influence the at-home activities conducted with their children. 
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CHAPTER 5: PARENTING PRACTICES AND EXTENDED FAMILIAL SUPPORTS  
 
“Learning Starts at Home” 
 
Black families in high-risk neighborhoods often are limited in the time and resources 
available to assist their children in preparing for school entry. Often times, literature will 
highlight how absent these families are from day-to-day educational tasks. While the findings in 
Chapter 4 outlined families understanding of school readiness, this chapter will build on that 
discussion by exploring the ways in which these families do engage in their child’s education. 
The role of extended family members will also be explored to understand the complex nuanced 
realities of these families. 
This chapter is divided into two sections. The first section will analyze the specific at-
home practices parents engage in to prepare their children for the transition to kindergarten. The 
second half of this chapter will discuss the specific family members who are assisting in this 
process, and the types of engagement they have with the child. A discussion on the importance of 
highlighting the nuance of Black family involvement will conclude this chapter.  
At-Home Practices to Promote School Readiness 
 
Parenting practices are described as the active role parents play in the academic and 
socioemotional development of their children (Dexter et. al., 2013; Humphrey, 2013; Bono, Sy, 
and Kopp, 2016; Fantuzzo, McWayne, & Perry, 2004). This section will highlight the ways in 
which these parents engaged their children, outside of school, to prepare them for success in 
kindergarten. In conjunction with analyzing their photographic documents, we also asked 
families the following questions: 
1) How would you describe yourself as a parent? 
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2) What are some of the things you are doing to help your child get ready for the 
transition to kindergarten? 
From this, three themes emerged, 1) educational activities for kindergarten success, 2) 
educational tools for kindergarten success, and 3) everyday life skills (see Table 15).  






Educational Tools Life Skills 
Ariana(Tierra) X X   
Ayana (Neal) X X   
Briana (Will) X X   
Deanna (Jordynn) X X   
Dinitra (Demetri) X X   
Ebonie (James) X X X 
Imani (Andre) X X   
India (Mia) X     
Janay (Shanae) X X   
Janet (Deidre) X   X 
Jazlyn (Tami) X     
Kara (Denise) X X   
Kendra (Troy) X X   
Leah (Abdul) X     
Raven Michael) X     
Renee (Ivana) X     
Shanice (Jamal) X X   
Shontel (Howard) X X   
Sylvia (Ashlee) X   X 
Tiana (Dwight & 
Duane) 
X X   
Yvonne (Chris) X     
Total 21 13 3 
 
Educational Activities 
What families are doing with their children, including singing, dancing, playing games, 
reading, etc. is described as an educational activity. Through engagement in this activity, 
families are able to promote the school readiness skills they believe will enable their children to 
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be successful in school. All of the families described, in some aspect, the use of educational 
activities to prepare their children for kindergarten (see Table 16).  






Playing Games Singing Review and 
Recite 
Ariana(Tierra)       X 
Ayana (Neal)       X 
Briana (Will)       X 
Deanna 
(Jordynn) 
X     X 
Dinitra 
(Demetri) 
X X     
Ebonie (James)       X 
Imani (Andre) X       
India (Mia)       X 
Janay (Shanae)     X   
Janet (Deidre) X X     
Jazlyn (Tami)       X 
Kara (Denise)   X     
Kendra (Troy)       X 
Leah (Abdul)       X 
Raven Michael)       X 
Renee (Ivana) X   X   
Shanice (Jamal)       X 
Shontel 
(Howard) 
  X     
Sylvia (Ashlee)       X 
Tiana (Dwight 
& Duane) 
X     X 
Yvonne (Chris)       X 
Total 6 4 2 14 
 
 Reading with child. Reading with their child to promote school readiness was an 
important activity highlighted by families. These families stated: 
Imani: We read a lot. He has a lot of books. They send books home with them 
every week…and then I always buy him books too so [he] got a lot of books at 
home…He wants them back to back. Then he wanna go up front and his lil area 
that he has, and he wants to start grabbing his, you know, his books. And he wants 
me to read those too. And I tell him like, ‘I read enough’. 
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Janet: We’re reading more… so when she recognizes something that she’s learned 
in school, she can repeat it back to me.  
 
Deanna: He’s reading out loud. He reads good out loud. We ask him questions. 
We read a page or two and I’ll ask him questions about what he read, like ‘who 
did this?’ Or ‘what do you think is going to happen next?’ Or stuff like that. We 
ask questions like that.  
 
Renee: I read to [my niece] and my daughter. She gets read to at least 5 times out 
the week [for] a good 20 minutes.  
 
  Dinitra: We read books.  
  Tiana: I try to read to them. [We read] books together.  
Ability to read, as previously highlighted in the parents’ beliefs chapter, was perceived as a 
foundational skill that enabled children to develop other key skills. Therefore, it’s no surprise 
that many families focused on developing reading skills with their children. These families 
affirm that working with their children to read daily and following up with clarifying questions 
to ensure they comprehend is an important educational activity. This has created an enthusiasm 
for reading, as discussed by Imani, as well as encouraged opportunities for parent-child bonding.  
Playing games. Some families also engaged in playing games, such as card games, to 
help their child learn new skills. These families stated: 
Dinitra: We don’t play a lot of games that would help him with reading, but we do 
play like card games or whatever to help him with the numbers or colors. I know 
that he loves to play UNO. 
 
Janet: Sometimes it can be a little bit difficult with her because if I’m trying to 
show her something new, I have to make it outta a game. Because I realize that’s 
what gets her attention.  
 
Shontel: That would be working on rhyming words, diagraphs, blending sounds, 
blending letters, addition with manipulates like food, toys, or candy.  
 
Kara: I have her count the steps from her room to the door or I have her count the 
stairs in the hallway.  
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Playing games allows for parent and child to engage in educational activities together, promoting 
the development of new knowledge and skills, but simultaneously illustrating to the child how 
the parent values education. By incorporating nominal knowledge (i.e. colors, shapes, numbers) 
into an interactive game, parents are able to retain their child’s attention and combine something 
fun with acquiring new knowledge and/or sharpening skills.  
 Singing. There were also families who engaged in activities, such as singing, to prepare 
their children for kindergarten. They stated: 
Renee: We trace the alphabet. We sing the alphabet. We sing numbers. She knows 
her numbers all the way up to 20.  
 
Janay: They sing…her and her sister. They sing [days of the week] all day long… 
‘it’s Sunday’ they teach them… ‘it’s Sunday then it’s Monday, it’s Tuesday…’. 
They sing that all day.  
 
As with game playing, singing with their child was a way to combine something fun and 
interactive with something educational. This activity aids in the development of both general 
knowledge, nominal knowledge, as well as encourages bonding between parent and child.  
 Review and recite. Other families were focused on reviewing or reciting information 
they knew their children were learning in school. These families stated:  
Raven: I’m keeping him on his lesson plan that they have in school. Teaching him 
things that kindergarteners would be learning…his teacher in his classroom is 
working with me.  
 
Leah: Trying to work with him…just basically keep going over with certain 
things that he don’t now and trying to get him on the right path. 
 
Ayana: We go over stuff that he knows…that’s what we do to make sure he is 
ready.   
 
Sylvia: I’m going over stuff.  
 
Briana: I’m basically…I actually go with what the teacher does. You know, I try 




Yvonne: I’m working with him on listening and paying attention.  
 
India: [Reviewing] how to spell [and] how to write.  
 
Ariana: I show her how to learn, especially the way I’ve learned… whether its 
colors, shapes, rhyming works, vowels, reading [or] spelling, I let her know the 
importance of writing neatly.  
 
Shanice: We take moments out the day. I don’t try and pressure him. It, at least 
35-40 minutes or so. ‘Cause he’s older now so he is getting to that point to where 
he needs more time. So, we take 10-20 minutes to do letters [and] numbers.  
 
Deanna: I like helping her with whatever I feel she need to be ready for 
kindergarten. You know, like tracing…trying to teach her how to color inside the 
lines, instead of outside the lines. She’s also learning a lot of street names  
 
These families allowed their child’s teacher to lead what activities they were completing with 
their children at home. This requires an understanding of what’s taking place with your child in 
the classroom. Illustrating that a home-school collaboration is important when ensuring that 
families engage with their children effectively to ease the transition to kindergarten.  
Overall, these families primarily focused on engaging in activities that promoted forms of 
nominal knowledge and emergent literacy skills, as they believed these were most critical for 
kindergarten success. Reading was the most highlighted skill, as it was incorporated into a 
majority of other activities completed by the families. Most importantly, these findings challenge 
the mainstream belief and stereotype that Black families are uninvolved and disengaged from 
their child’s schooling process.  
Educational Tools 
What families use to prepare their children for the transition to kindergarten, including, 
educational programming, tablets, educational workbooks/ packets, designated spaces, etc. are 
being described as educational tools. What distinguishes this from educational activities is that 
these are often things that the children can engage with independently, with little parental 
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support or guidance. Thirteen families described using some form of educational tool while 
preparing their child to enter kindergarten (see Table 17).  
















Ariana(Tierra)       X   
Ayana (Neal)   X       
Briana (Will)   X       
Deanna (Jordynn) X         
Dinitra (Demetri) X         
Ebonie (James)   X X     
Imani (Andre) X     X X 
India (Mia)           
Janay (Shanae)   X       
Janet (Deidre)           
Jazlyn (Tami)           
Kara (Denise) X         
Kendra (Troy)   X       
Leah (Abdul)           
Raven Michael)           
Renee (Ivana)           
Shanice (Jamal) X   X     
Shontel (Howard)     X X X 
Sylvia (Ashlee)           
Tiana (Dwight & 
Duane) 
X X     X 
Yvonne (Chris)           
Total 6 6 3 3 3 
 
Electronic devices. The use of electronic devices (including cell phones, leap pads, iPads 
and other tablet devices) was the most utilized educational tool. With current advances in 
technology and its influence on increasing developmental abilities (Zaranis, Kalogiannakis, & 
Papadakis, 2013), these five families looked to these devices to support their child’s readiness for 
school. These families stated: 
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 Dinitra: He has a tablet that teaches him to add [and] spell words.  
Imani: I bought him a tablet for his fourth birthday. He has a game on it. It 
teaches him, you know, his letters. Now he’s learning the difference between 
upper case and lower case because I told him, I say it was an upper case ‘E’ and 
I’m like ‘what letter is this?’  He was like ‘it’s an E’. He’s like ‘mommy it’s an E 
but that letters in my name but that’s not the one that’s in my name, it’s the little 
one in my name’. So, he knows that he’s not supposed to put an upper-case letter 
in his name…he uses his thumb to write the letter…when he do shapes all he have 
to do is tap the screen. It talks to him to tell him like ‘tell me where is the oval and 
[all] he gotta do is tap it.  
 
Shanice: [On his tablet] she downloaded them smart games, not ABC mouse, but 
it was something like that. He always did like those activities on 
here…educational and fun.  
 
Kara: [The] LeapPad teaches her letters, her numbers, her shapes. She has to work 
on that for at least an hour. We try to do it every day.  
 
Tiana: They have their own tablet… I’ve put educational games on them, some 
ABC, connect the dots, little games so they would share them back and forth.  
 
Electronic devices for these families allowed for interactive learning that was “educational and 
fun.” As our dependence on technology continues to grow, these families are teaching their 
children at a young age the importance of education while simultaneously showing how tools 
such as tablets, LeapPads, and even applications on cellular devices can aid in increasing their 
knowledge.   
 Workbooks and worksheets Educational workbooks, packets from preschool or 
kindergarten teachers, and worksheets were also useful tools for five families. They stated: 
Janay: They got like these, they got lil’ numbers and stuff. You ask her ‘what’s 
this number’ and see if she can point to it. Got the lil’, it’s a little paper, a little 
board I got…it got different colors on it. Then I got, made them this little board 
when they do stuff. They get stickers on it. If they get it right, they get a little 
sticka.  
 
Kendra: He’s still going to Head Start during the summer. We do our little 
packets. They give us, you know, packets for the summer. So, we do some work 
every day.  
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Tiana: I bought a lot of books, phonics book, my first reading book, hand writing 
book, books on numbers or things like that. We try to do like, maybe cause it’s a 
lot of tracin’ and identifying big and small and things like that. I try to spend, I try 
to do like two pages ‘cause they’re like front and back pages… maybe like four 
sheets a day.  
 
Ayana: He got workbooks that he do…it’s called readiness for kindergarten. It’s 
just like different books that he do, and we talk about it. I tell him it’s not the 
same as pre-k, like here at the daycare and there… it’s not the same.  
 
Ebonie: [His workbook] that’s the alphabet patterning, which basically…it’s a 
alphabet picture. So basically, have like O for Octopus or something like that and 
he’s basically, what he’s doing is basically identifying the pictures. Saying, like, 
this is a apple, this is a orange. Tellin’ what the picture is and what’s the first 
letter in the picture.  
 
Completing workbooks or preparation packets was a great tool for parents to interact with their 
child by contributing to the development of nominal knowledge, emergent literacy skills, as well 
as promoting other forms of development, such as fine motor skills. These families either 
retained these resources from their child’s current or future school to ensure they were meeting 
the specific developmental milestones put forth by their child’s educators or purchased these 
materials on their own as a way to offer supplemental information.  
Flashcards. Five families also relied on the use of flashcards in preparing their children 
for kindergarten. They stated: 
Shanice: I could do the flashcards and show him his letters and numbers to see, 
like okay, can you identify this number? Can you identify this letter? Do you 
know what this letter is? Could you tell me the letter and tell me what match this 
letter? 
 
Shontel: We have flashcards and I’ll pick out one and just stick on that one, 
maybe one or two, but usually just one, and have him come up with rhyming 
words… I even cut up index cards and even wrote the letters all in lower case 
letters. He still put them together. He still knew how to read them.  
 
Ebonie: He has flash cards with the alphabets on it. When he sees, and sometimes 
we lay them out on the floor and I tell him pick up the N and he’ll pick it up. 
Sometimes I make him, I will put it out once again all on the floor and tell him 
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spell your name. So, it can help him spell. It can help him identify the letters and 
knowing what things are, basically. We do a lot of activities with those cards.  
 
This proved an effective tool for families to engage their children in reviewing and reciting 
foundational information for school success, including nominal knowledge. Through this 
activity, parents could test their child’s developmental on number and letter recognition.  
Educational programs. Educational programs, such as children’s TV shows, were also 
highlighted by families. They stated.  
Imani: I let him watch educational shows on TV. He know how to turn to certain 
channels on the TV. Like he know Disney Junior channel is 306. So, he’s gonna 
put 306 on there. He know those numbers.  
 
Ariana: It’s the Chica Show. So that’s sprout as well. They talk about different 
things. They talk about birthdays. They talk about spring, what’s the weather, 
what day it is. They ask children what type of activities do you like to do, how to 
be kind to each other, how to be a good helper around the house, how to be a good 
sister or big brother, and they have the kids play games.  
 
Shontel: He already is familiar with [verbs], especially since we have a DVD that 
goes over antonyms and synonymous.  
 
Again, for these families, visual aids that are interactive allow the children to engage in 
“educational and fun” learning. While they think they’re just watching their favorite characters 
or show, they’re actually learning important skills, such as counting, comprehension, all different 
forms of general knowledge, as well as socioemotional skills.  
Blackboard, dry-erase boards, and poster boards. Blackboards, dry erase boards, and 
poster boards were another educational tool discussed by one mother, Shontel. She stated: 
Shontel: I find posters that’s somewhat similar to whatever random question he 
asks me. Like, one day he asked me about fossils and moles. I went through a 
stack of posters that I have and ended up putting it on the wall. He just stared at 
that poster for a long time and kept asking me questions over and over.  
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For Shontel, she was able to address her son’s curiosity by making the knowledge visible. 
Creating opportunities for her son to ask questions and engage in new information, visual aids 
like posters promoted opportunities for Howard to learn in a creative way.  
 Through the use of educational tools, these families are engaging in various activities 
with their children to promote learning, as well as supporting their child’s curiosity and offering 
supplemental skill and ability development, such as how to operate electronic devices. However, 
not all the families agreed that these tools should solely be relied on for teaching their children. 
Ariana, for example, describes herself as “old school.” To her, this means: 
I want her to learn the old fashion way ‘cause computers break down, calculators 
break down, and you will have to use your fingers or use your head. So, I show 
her how to learn, especially the way I’ve learned. I learned the old-fashioned way, 
and then all that new stuff came later. There’s nothing wrong with learning new 
technology, but the old way is always best to me.  
 
While Ariana herself has used some newer forms of technology when working with her 
daughter, her focus is on teaching her daughter the basic skills and how to complete assignments 
and other academic tasks without relying on supplemental tools to help her. She affirms that, “all 
this new stuff, I wouldn’t put it to the side. I would embrace it. But, I would always be able to 
have a backup plan.” For her, this backup plan includes learning the ‘old fashioned way,” which 
to her means limited to no technology.  
Life Skills 
Many of the families discussed the ways in which they taught their children the non-
academic information they would need to know in order to live functional lives as they age. 
Some of these skills, for example, include how to engage with different types of people, as well 
as how to be cautious of their environments. These skills are considered crucial for families to 
teach their children because of the dangers that exist in their neighborhood (see Table 18).  
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Ariana(Tierra)       
Ayana (Neal)       
Briana (Will)       
Deanna (Jordynn)       
Dinitra (Demetri)       
Ebonie (James) X     
Imani (Andre)       
India (Mia)       
Janay (Shanae)       
Janet (Deidre)   X   
Jazlyn (Tami)       
Kara (Denise)     X 
Kendra (Troy)       
Leah (Abdul)       
Raven Michael)       
Renee (Ivana)       
Shanice (Jamal)       
Shontel (Howard)       
Sylvia (Ashlee) X     
Tiana (Dwight & 
Duane) 
      
Yvonne (Chris)       
Total 2 1 1 
 
Developing socioemotional skills. Ebonie does this by conversing with her son about the 
importance of developing socioemotional skills. She states: 
I do a lot of talking with him. I let him know that it’s okay. You don’t have to 
cry... That’s how you will get things across if you talk. You don’t have to cry 
about things. I’m here to listen to you…I try not to get upset myself. I try to have 
patience myself because it’s not easy.  
 
Through these conversations, Ebonie is affirming and validating her son James’ feelings of being 
upset. But, also teaching him that there are ways to deal with his feelings without crying, or 
whining. She goes onto state that, “I just talk to him a lot about it. I don’t try to punish him for it 
or anything like that because I feel like that’s not really getting nothing across to him. They just 
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think you’re yelling at them.” By modeling positive behavior, Ebonie is teaching her son 
valuable life skills. 
 Sylvia is teaching similar life skills. She asserts: 
Going over stuff, I’m making sure not just her schoolwork. I teach her about other 
kids. Some kids can be harsh, some cannot. Don’t feed into all that. Just do what 
you supposed to do. You know, you probably have you a couple friends every 
now and then. I just talk to my baby ‘cause she a little grown lady…you can have 
a whole conversation with her.  
 
For Sylvia, conversing with her daughter Ashlee is an opportunity for them to bond, and for her 
to teach her important social skills as she has increased exposure to other children as she 
transitions to school. While discussing with her daughter the value of relationships, she also 
affirms the purpose of school is to learn, not worry about how other people treat her. Through 
this, she’s able to prepare her daughter to deal with negative relationships with peers and stay 
focused on her education. While this may not be something problematic for a kindergartener, it 
will surely be an issue as she progresses through school. For Sylvia, instilling these ideas early, 
in her opinion, will enable her daughter to better deal with these issues when they arise.  
 Memory, descriptions, and recognition. Janet is working with her daughter Deidre on 
“remembering faces.” She believes this is an important life skill because it could aid her daughter 
in “being able to describe things she’s seen or describe things that she’s heard…it’ll help her 
throughout life.” This everyday skill could be useful in emergency or safety situations, where 
details about people or places need to be recalled in a timely matter. Janet affirms that memory, 
descriptions, and recognition are important skills, and therefore invests in having these 
conversations with Deidre.  
 Independence. Kara is also teaching her daughter life skills. She affirms that,” I teach 
her independence. I let her pick out her own clothes.” They’ve engaged in this practice for nearly 
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2 years. Kara believes that this is important for her daughter to learn because its enables her 
daughter to build independence and not rely on caretakers for critical skills. Subsequently, 
through this process, Kara asserts that, “she can tell me what the color of the shirt is.” 
Confirming that this process also enables the development of other key skills that are useful in 
kindergarten.  
 Life skills, while not nominal knowledge or emergent literacy skills, still teach valuable 
skills that can aid children during their transition to school. These parenting practices of 
involvement and support demonstrate their investment in the child’s future both academically 
and socially. For the children, this is important for their success in school.  
Types of Parenting 
 As illustrated earlier, all the parents are focused on preparing their child to be successful 
in school in some way. However, each family has a different approach that allows them to 
prepare their child in a way that is not only functional for their family, but also aligns with their 
understanding of school readiness. Parenting style, which describes how the parents engage (e.g. 
supervision/ monitoring over activities/ behaviors, and warmness toward child) plays a critical 
role in this. Below, each parents’ style is outlined, and related to how they’ve engaged with their 
children in preparation for their transition to kindergarten thus far.  
Briana, for example, describes herself as “pretty average.” This is influenced by the way 
she engages with her son Will. She asserts that, “I teach the ABC’s, 123’s…the things 
you suppose to learn at home before, you know, a child actually goes to kindergarten.” For this 
mom, her style of parenting involves investing in her child’s education, affirming that “learning 
starts at home.” Working with her child daily to develop key skills and abilities that will be 
useful in kindergarten, Briana’s description of being an average parent doesn’t mean that she 
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doesn’t do all she can for her child. Rather, she believes these are the things all parents should be 
doing for their kids.  
Imani describes herself as “a great parent.” When asked to confirm what this means, she 
states: 
I do everything that I need to do. I always put his needs first.  As far as making 
sure that he has, you know the right clothing…Make sure that he eat right, make 
sure that he get his three meals a day… making sure that he know what he 
supposed to know. I’m not necessarily waiting on [his school] to teach him 
everything. Like mostly everything he’s learned from here, I actually do with him 
at home too. 
 
For Imani, being a great parent starts with ensuring her child’s needs are always met, including 
teaching him the skills and abilities he will need to live a successful life at home before he enters 
school. Dinitra had similar ideas about being a “good parent.” She states that she’s, “always there 
helping the kids, doing reading [and] certain exercises to help them build their learning skills. 
We do reading, play, [and] learning games.” By engaging with their children in educational 
activities, these parents are establishing a foundation of knowledge at home.  
Ebonie also describes herself as “a good parent.” Her understanding of this means: 
 
I’m very caring for my children…I always have like snacks or change of clothes. 
I make sure…if we’re out they’re very mal… well manner. You know… They are 
not running around acting wild. People just come up and tell me that my kids are 
wonderful.  
 
Ebonie’s understanding of being a good parent is teaching her children socioemotional skills. As 
previous highlighted in the parenting beliefs chapter, this is a skill that prepares children to be 
educated.  
Janay believes she’s “a good parent” because, according to her, “I do what I gotta do for 
my kids.” When asked to describe what this means, she states: 
I make sure they well taken care of. Making sure they eatin’. Making sure they 
getting in school on time and making sure they have clothes, clean clothes. Make 
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sure they just not, just out here bad like some kids. Try ta make sure they… like 
they language is different from other kids. So, they won’t have bad language.  
 
Similar to the other families, Janay’s focus on making sure her children are presentable, can 
behave in social setting, are in school on time, and overall just “well taken care of” as she 
describes, is how she demonstrates to her children that she cares about them and is invested in 
their futures.  
Renee’s definition of a “very good parent” is similar. She asserts that she gets up every 
morning with her daughter to ensure she’s ready for school on time. Renee confirms, “We get 
up, we have breakfast... I might fix her some pancakes some sausage, give her a little orange 
juice, and you know, she wash up, you know, she get her own clothes ready herself.” India 
confirms this by asserting that a part of being a “good parent” is, “[taking] care of they kids… 
[being] there for they kids...[making] time for they kids.” She continues to confirm that she is a 
good parent because “I do everything for my kids or wait for my kids.”  
Ayana, also describes herself as a good mom, but also confirms that, “I’m like still 
learning as we’re going along, even though he is my second child. You know… I still got a lot ta 
learn.” This is an important realization for a parent to have, and acknowledge that not each child 
is the same, and may require a different approach. Ayana was the only parent to acknowledge 
this, even though 2/3 of families in this sample have more than one child. Jazlyn, however, did 
have a comparable idea of what kind of parent she is. She describes herself as, “organized.” She 
goes onto assert that, “I’mma first time parent and I’m still learning.” Both these mothers 
acknowledge that they have more to learn, but still play very active roles in the kindergarten 
preparations of their children.  
Shanice, who describes herself as “the best parent I can be,” asserts “I care about my 
child’s wellbeing and what he does in school.” Similarly, Yvonne affirms she’s, “nice, loving, 
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very helpful, and hardworking.” Likewise, Kendra describes herself as “dedicated” because “I do 
what I have to da make sure my kids are taken care of.” Raven adds to these sentiments by 
stating, “I’m a wonderful parent. I’m a single parent doing what I have to do to take care of two 
children by myself. With no help.” Both Leah and Deanna add that they are “great moms.” For 
Leah, other people’s recognition of the wonderful job she does in taking care of her sons affirms 
this. Deanna, on the other hand, asserts that, “I mean, I make sure she have everything she 
needs…make sure she on school on time and just love hanging with her, playing with her. You 
know, just having mother daughter time.” The bonding time and ensuring that their children are 
well-taken care of (e.g. fed, clothed, to school on time) affirm for these parents that they’re great 
parents because not only are they invested in their child, but it’s visible and acknowledged by 
other people. 
Shontel takes a different approach with her children. She affirms that, “I would like to be 
a role model for my children.” She goes on to describe that this means “For whatever I do as a 
positive aspect, they would want to do... the things that I wasn’t able to do because of my 
upbringing and my living situations, they’ll be able to do the things that I didn’t do.”  For 
Shontel, ensuring that Howard has a better life than she did is her biggest motivation for being 
involved. Even for the things she was never able to achieve. Going above and beyond, being 
engaged with Howard every day to ensure he’s ready for school, is her way of being a role model 
for her son.  
Likewise, Ariana describes herself as “very involved,” which to her means: 
 
It’s not about appeasing others or how other people may perceive me as a person 
all together. I’m the type of parent that doesn’t stand down in my morals and my 
values as far as raising her, how to treat others, how to treat herself, how to be 
respectful. I’m very adamant about that. I’m very adamant about what goes on 
whether she’s at school...   I don’t like to just drop her off, pick her up and that’s 
it. I like to know what’s going on, what did you do in school. If they have any 
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certain activities I like to be a part of it. I don’t like to be in the dark, ‘cause 
when you’re in the dark, and then something happens and then you say I didn’t 
know, you could have known if you were more involved in your child’s life. 
Especially a 5-year-old at that, and a lot of people assume that well they’re young 
they’re not really doing too much, you never know. So, I’m that type of parent so 
I guess I’m old school.  
 
Ariana stands her ground regarding the upbringing of Tierra. She believes that upholding 
her beliefs about being respectful, treating others fairly, and engaging daily with her child both 
inside and outside of the school will model to her daughter how invested she is in her future.  
Two mothers described themselves as being strict or tough. Tiana affirms that, 
“I’m kinda like, I do give in... Them my babies...But the strict part is as far as education. I don’t 
– I’m not lenient when it comes to education. That’s very important to me.” For Janet, education 
is also very important. She states, “I’m tough...I believe in education is key… I just feel like you 
have no room for error.” For both moms, education is something to be taken seriously. While 
there was room for negotiation in other areas, education was not one of them. Janet goes onto 
state that: 
Especially these days, it’s mandatory that you go to school. You get good grades. 
You become a perfected citizen. You don’t just go to school, but you become, you 
build a world around it individually. So, you respect your teachers at school They 
are there to teach you something. I don’t know everything, they don’t know 
everything. They are learning just like the child is learning from them. But there is 
a teacher in a certain subject that will help you throughout life. 
 
For these mothers, education was valued as a tool of upward mobility. Their engagement in 
preparing their children to do well in school is their way of ensuring their child’s life is off to a 
great start on the right path to success.  
 Lastly, Kara and Sylvia describe themselves as “overprotective.” For Kara, this means: 
I just love heart my kids and I don’t want them to get hurt. It just like the thought 
of it is just ugh…It makes my stomach cramp up. As you know, I try to prepare 
them.  I talk to them like them beyond their years and they understand.  
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Kara’s feelings of being an overprotective mom is influenced by her fear that something could 
happen to her children and they are injured. This impacts the ways in which she prepares her 
child to function in society. As the transition to kindergarten increase the child’s access and 
vulnerability to their surrounding neighborhoods and environmental conditions, this means 
mothers like Kara and Sylvia are teaching their children skills to survive their neighborhoods. 
Sylvia affirms by stating: 
I have to make sure where they are, what they doin’ at all times. I, I just can’t 
function if I don’t know or if I don’t hear them on the phone, like sometimes I call 
the school and be like “could you put her on da phone?”  
 
Parenting style is important to understand because it often impacts how parents engage 
with their children and what parents are teaching their children. Through the various styles 
presented in this study, a pattern can be noted on the meanings of school readiness for different 
families and how they’re preparing their child for kindergarten based on how they describe 
themselves as a parent. For example, mothers who described themselves as strict or tough, or spoke 
on their child’s behavior, were more likely to include aspects of socioemotional skills, and 
approaches to learning as necessary skills for kindergarten readiness. In comparison, families who 
displayed more nurturing characteristics were more likely to focus on academic preparations for 
school readiness.  
Through these at-home parenting practices, these families can send a valuable message to 
their children; that education is important. When parents take the time to invest personally in 
their child’s success, the children can understand that this is something of great value. Parents 
who have higher levels of involvement and are engaged with their child’s educative process are 
more likely to have a secure-attachment, which aids in positive academic and socioemotional 
outcomes in children. 
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 However, due to racial and economic disparities, as discussed in earlier chapters, these 
parents often can’t fully prepare their children for the transition to kindergarten without help 
from other family members. The next section will highlight the critical role extended family 
members play in the school readiness preparations of black children during their transition to 
kindergarten.  
Extended Familial Supports 
Even though each family engaged in activities with their children, some expressed their 
desire to do more and be more present. Tiana affirms by stating, “I wish, I really wish I could do 
more, like spend more time with them…but I know most definitely, I devote at least 30 good 
minutes with them.” In these moments, it’s often the support of extended family members who 
step in and aid the parents in ensuring school success for the child when the immediate family 
isn’t available. This section, therefore, will consider: 
1) Who are some of the other people helping to get the child ready for kindergarten? 
2) What are they doing to help get the child ready for kindergarten? 
Through analysis, it was discovered that aside from mothers- fathers, grandparents, siblings, 
aunts, and cousins are the primarily assistants in kindergarten preparations (see Table 19). 
 110 




Father Grandparents Siblings Aunts Cousins 
Ariana(Tierra) X         
Ayana (Neal) X   X     
Briana (Will) X X X X X 
Deanna (Jordynn)   X       
Dinitra (Demetri) X   X   X 
Ebonie (James) X X       
Imani (Andre)   X       
India (Mia)   X   X   
Janay (Shanae) X     X   
Janet (Deidre)   X X X   
Jazlyn (Tami)         X 
Kara (Denise) X    X   X 
Kendra (Troy) X         
Leah (Abdul)   X       
Raven Michael)           
Renee (Ivana)     X X   
Shanice (Jamal)   X     X 
Shontel (Howard) X         
Sylvia (Ashlee) X X       
Tiana (Dwight & 
Duane) 
  X       
Yvonne (Chris) X X       
Total 11 11 6 5 5 
 
Fathers 
 Eleven families highlighted the role of both residential (n=5) and non-residential fathers 
(n=6) in assisting with school readiness preparations. Their involvement ranged from academic 
skills, such as reciting numbers and letters, reading with children, and assisting with homework 
to social skill development, and promoting appropriate behaviors.  
 Non-residential fathers. Six mothers spoke on the activities fathers who did not live in 
the same residence of their children were doing to promote school readiness. They stated:  
  Dinitra: He used to help with homework and stuff like that.  
 
  Sylvia: Her dad actually taught her how to spell her name.  
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Kendra: He helps him as far as just saying things…really helps him with the 
coloring and writing.  
 
Kara: He was telling me every time she goes to him she wants to go [to] the 
restaurant. So, she say Wendy’s or McDonald’s and he gon say, ‘how do you 
spell Wendy?’ He was like ‘we gon stop in front of there and you gotta tell me the 
letters.’ So, if she gives him like 2 out of 3 or 3 out of 4, he like ‘ok we can go 
here.’ So, recognize the letters of restaurant names. Or she can tell him what 
number [meal] she want to [you] to buy.  
 
Janay: Everybody help her do something. If it ain’t her numbers, then it’s him 
getting her like, bought her a little game [educational game]. He play [the game] 
with her.  
 
Ayana: His dad does [everything I do]. But, I think his dad just talk to him more 
about [kindergarten] and what to expect. His dad do read with him, and make sure 
his homework and stuff is done.  
 
Residential fathers. Five mothers spoke on the activities fathers who lived in the same 
residence of their children were doing to promote school readiness. They stated:  
Briana: His dad plays video games with him.  
 
Yvonne: Redirecting him…that’s pretty much it.  
 
Shontel: He helps with adding. He shows him. We have a few poster boards in his 
room about how to add and how to subtract…his dad got him to do stuff like 
that…They do the skip counting, the 2s, the 5s, the 10s. They practice that in the 
car, walking, in the grocery store.  
 
Ebonie: He writes out little traces, like he’ll write his name out and then he’ll put 
dots, so he can trace his name. He make him do his numbers. We have flash cards 
that we both go over with him. We got the poster board, so if I’m not doing it, 
he’s doing it. You know, we both interact with helping him learn. He reads to 
him. He actually help him play basketball too. So yeah, they do a lot of activities.  
 
Ariana: He will read with her. I mostly do the reading, but he does. He has her do 
spelling tests. He will write new words for her. He will do a lot of arts and crafts, 
which causes critical thinking…He’s the one who actually started her with the 
writing and the spelling and the math. I just follow along.  
 
This shows a wide-range of activities that fathers are engaged in with their children. Most 
importantly, it challenges the absentee father stereotype that is prominent in low-income urban 
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areas. Within this sample, more than half of the families had fathers who were actively involved 
with daily activities contributing to school readiness, whether they resided with the child or not.  
Grandparents 
 There were also eleven families that identified grandparents as critical family members 
engaged in preparing children for school. Grandparents were often engaged in activities to 
promote nominal knowledge and emergent literacy skills, including purchasing educational tools, 
such as reading books, workbooks, flashcards, etc. In addition, they also discussed grandparents’ 
promotion of social skill development and forms of general knowledge.  
Academic skills. Six mothers reported there was a grandparent engaged in academic 
school preparations with their child. These mothers stated: 
Sylvia: My mom do exactly, everything I do. My mom actually helps her with 
understanding, we’re starting site words. When I’m at work or something, my 
mom, she volunteers [at the school] all the time, every day. So, if I’m not here 
when they get off or she take them home, she would start going over some of the 
sight words with her. She has this whole little alphabet wall for them…it got 
numbers, posters of numbers, posters of alphabets, crayons, colors…she just fill 
in for me when I’m not there basically.  
 
India: Reading with her, telling her things, like teaching her a little bit of science.  
 
Briana: She basically does the same thing I do. She might ask him to add 
something…and my dad helps with homework sheets. He actually teaches him 
how to tell time.  
 
Ebonie: My mom, she went to the Lakeshore School Store and brought this 
tracing ABC book. He traces the alphabets. Then she got him a workbook. It’s 
kinda the same thing…he traces the alphabet. He does the numbers. She buys it 
for him for me to over [with] him.  
 
Imani: [My mom] does what she can but she most of the time is working. And 
when she’s not working she’s tired…but before then it was my father, but he 
passed away… [He helped] with colors and shapes.  
 




 Regulatory and self-care skills. Three mothers reported grandparents were involved in 
activities that promoted the development of regulatory skills (following directions, 
independence, calming themselves down) and self-care skills (getting themselves dressed).  
Leah: My mom try to teach him how to put his shoes on the right foot and teach 
him his clothes with the tags. She just try to make him more aware of things and 
make him do things on his own. Not to be relyin’ on no one.  
 
Yvonne: Redirecting him on directions.  
 
Tiana: [My mom] helps me financially and she also helps me prepare them in the 
morning for school.  
 
 Academic and social skills. Two mothers reported grandparents were involved in 
teaching both academic and social skills.  
Janet: My mother… she’s a big advocate for education. She helps me out a lot. 
She’ll make sure that she gets a good breakfast…properly groomed.  
 
Deanna: [My mom] helps her get dressed in the morning. You know, brush her 
teeth…just a lot of little things…She reads to her.  
 
Among grandparents, what was often vocalized by the mothers was that they were an 
extension of what the child was receiving at home. They “do what we do” or “are there when I 
can’t be,” was expressed by many of the families. Often times, this allows parents to meet other 
obligations and responsibilities, such as caring for other children/ family members or 
employment while knowing that their child’s needs are still being met.  
Siblings 
 Of the twenty-one families in this sample, fifteen have more than one child. For six of 
these families, siblings were actively involved in preparing their younger brother or sister for 
kindergarten, either through modeling behavior/ expectations, reviewing and reciting 
information, or assisting with homework. All siblings reported in this sample were residential 
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(i.e. lived with the mother, and child transitioning to kindergarten). Mothers stated the following 
about siblings’ involvement: 
Dinitra: When his [brother and sister] do they work or whatever, they be talking 
to him. Telling him, “Oh this is that,” so [he] sit down with them. When they do 
their homework, of course he be wanting homework, so they give him paper and 
stuff and let him write.  
 
Janet: She’ll get her up and she’ll get her fed, and then she’ll help her get 
dressed… 
 
Kara: [Her sister] reads books to her and she helps he with her lil homework that I 
give her, or the school gives her.  
 
Renee: [Her sister] does the same things… [sings, reads, does numbers]. She 
takes her on trips and stuff with the school also.  
 
Ayana: [His sister] do everything I do. She actually does it more with him [than] I 
do…with the reading and askin’ questions when we reading a book. She plays 
different games with him, like matching and stuff like that so he could recognize 
his numbers.  
 
Having older siblings for these children was beneficial for the parents as it allowed for them to 
step in an engage with the child on school readiness activities. Often times, older siblings would 
engage in activities that are more interactive such as playing games and singing songs. 
Subsequently, these older siblings were able to serve as role models for their younger brother and 
sister, demonstrating what school will be like once they get older. Siblings ranged in age from 
seven years old, to fifteen years old.  
Aunts 
 Similar to grandparents, aunts were able to step in and assist when parents were 
preoccupied with other responsibilities, such as employment or other family obligations. Their 
role ranged from disciplinarian to fun-filled mama number two. Mothers stated the following 
about aunts’ involvement: 
  India: A little bit of science and helping her with her address and phone number. 
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Janet: Auntie is the person that, besides the disciplinarian, she’ll sit back and 
record the kids [dancing] and laugh. [She] just constantly giving her 
motivation…showing her, like, determination.  
 
Renee: [Her aunt] reads with her. She sings a lot of different nursery rhyme songs 
with her. They do numbers and stuff together. They do a whole lot of different 
things…she reads with her.  
 
Janay: Every time they go around her, she tell them to sing the ABC song and 
they sing it. Make sure they know it good enough. She done learned the song, so 
she can sing it with them…she like the other me. If I ain’t around, I’m the mama 
and she the aunty mama. When I ain’t around, she got ‘em.  
 
For these families, having an active aunt was reassuring. Aunts offered supplemental academic 
support, as well as assisted in the development of socioemotional skills. Children also formed 
close relationships with their aunts, and through this special bond, received motivation and 
confidence in their self and abilities.  
Cousins  
 In the same fashion as siblings, cousins, whom were all non-residential, were children 
around the same age of the child transitioning to kindergarten. Primary, they engaged in 
homework assistance and role modeling for their younger cousins. Mothers stated the following 
about cousins’ involvement: 
  Dinitra: [His cousin] give him paper and let him talk with ‘em and let him write. 
Jazlyn: Tami got cousins that go to school. They pumped her up. They started off 
pumping her up with these book bags, you know, the pencils and pens. That was a 
fascination to her [to see them] with the book bags.  
 
Kara: She helps her with tying her shoes. She practice her colors with her.  
Shanice: Jamal has a cousin his age. Him interacting with her teaches him. She is 
a fast learner and when they’re together, she basically teaches Jamal the things the 
he need to know…she’s very hands-on with him. So that how he learned a little 
quicker because they have a relationship with each other, a bond…He know he 
need the help, but he don’t want it [from anyone else]. He’s trying to learn on his 
own so when she helps him, it’s different. It’s like he actually want to learn.  
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Like siblings, the closeness between cousins allowed special relationships and bonds to be built. 
Shanice exemplifies this through her son Jamal’s relationship with his cousin. Jamal who would 
normally turn down academic assistance from other people, is open to learning new skills and 
abilities from his cousin as they learn together. Jazlyn’s daughter Tami receives similar 
inspiration from her cousins who get her excited about the prospect of starting school and 
wearing a real book bag.  
Summary 
The purpose of this chapter was to analyze the role of mothers and extended family 
members parenting practices as they prepare their child to transition from preschool to 
kindergarten. Aligned with the findings presented in Chapter 4, it was found that many families 
are focusing on specific activities to aid in the development of nominal knowledge and emergent 
literacy skills. While there were some activities that contributed to the development of 
socioemotional skills, abilities related to approaches for learning, and self-care/ personal well-
being, an overwhelming focus for families was on reading and writing tasks, including 
completing workbooks with family members, reciting ABCs, and learning their numbers.  
Specifically, fifteen families spoke on reading to their child, or reviewing/ reciting 
materials they were aware their child was learning or needed to know for kindergarten, such as 
how to spell and how to write. Subsequently, six families engaged in the act of playing games or 
singing songs with their child, incorporating information such as, letters, numbers, or days of the 
week. The use of electronic tools reinforced these behaviors. Flashcards, poster boards/ 
blackboards and electronic devices (i.e. tablets, computers, or television) were all used by 
families to teach children the skills and abilities to be successful in school. These family 
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members, both residential and non-residential, are able to assist children in acquiring the 
knowledge and skills needed for kindergarten success.  
Extended family played a key role in this process. As described by the mothers in this 
sample, fathers, grandparents, siblings, aunts, and cousins were all engaged in educational 
activities with children in preparation of their transition to kindergarten. While the roles varied, 
each impacted the child in some way. For example, fathers not only engaged in moments of play 
and bonding (i.e. playing video games) but also taught skills, such as how to write their name.  
The presence of family who were able and willing to step in and assist in the rearing of 
the child demonstrate the close-knit nature of many low-income Black families (Jarrett, 
Hamilton, & Coba-Rodriguez, 2015). Often in these situations, grandparents, aunts/uncles, 
cousins, and older siblings all play a role in care-taking (Jarrett, Hamilton, & Coba-Rodriguez, 
2015). It is through this support that families are able to prepare their child to have a successful 
transition from preschool to kindergarten, as these extended family members supplement the 
information children are receiving from their parents and schools.  
It is important to understand the at-home parenting practices of Black families, especially 
since their children face a greater risk for disproportionate outcomes (Mistry et. al., 2010). 
Particularly in areas of concentrated poverty, young children are more likely to experience both 
academic and socioemotional challenges (McWayne et. al., 2004). The familial investments from 
the parents and extended family members can aid in negating these risks. In the following 
chapter, the findings will tie together how families are defining school readiness and their at-
home school readiness practices by exploring the early educational experiences of the 
participants. Through this analysis, we can better understand the value this mothers place on 
being prepared for success in school.
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CHAPTER 6: MOTHERS’ FEELINGS TOWARD SCHOOL INFLUENCED BY THEIR 
EARLY EDUCATIONAL EXPERIENCES 
 
“Go There…Learn…Meet More Friends” 
 
Establishing the importance of school at a young age is critical for many low-income 
Black families in high-risk urban areas. For these families, much of their beliefs surrounding 
opportunities for upward social and economic mobility is tied into their pursuit of education. As 
will be further discussed in later chapters, research has shown that parenting beliefs and practices 
are intergenerational. Therefore, to have a better understanding of our families’ feelings toward 
schooling, this chapter will examine the early educational experiences of the participants. 
Presented in this chapter is mothers’ general feelings toward school, including their likes, 
dislikes, and engagement with their teachers and peers. These findings are analyzed to better 
understand how mothers’ parenting practices surrounding school readiness are influenced by 
their belief that educational attainment will improve the life opportunities for their children. This 
chapter is concluded with a discussion on the influence of mother’s educational background on 
parenting practices.  
Familial Beliefs About Education 
  
Establishing families’ beliefs in the ability of education to provide better life 
opportunities for their children is important to understand parental investments and their school 
readiness practices. Therefore, we asked our families the following questions to highlight their 
feelings toward school: 
1) Growing up what was school like for you? 
2) What did you like/ dislike about school? 
3) How would you describe your relationship with teachers/ other students?  
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4) How would you describe yourself as a student? 
Most of the mothers all reported positive feelings toward school. For some, school was a 
great experience, where they formed great relationships with their teachers and peers. While for 
others, it may have been a challenge, but didn’t change how they generally felt about the 
importance of receiving an education (see Table 20).  
















Ariana(Tierra) X   X X   
Ayana (Neal) X         
Briana (Will)   X X     
Deanna (Jordynn) X X   X   
Dinitra (Demetri) X   X     
Ebonie (James) X X   X   
Imani (Andre) X X X     
India (Mia) X       X 
Janay (Shanae) X X       
Janet (Deidre)     X     
Jazlyn (Tami)           
Kara (Denise)         X 
Kendra (Troy) X     X   
Leah (Abdul) X         
Raven Michael)           
Renee (Ivana) X X       
Shanice (Jamal)         X 
Shontel (Howard)     X     
Sylvia (Ashlee) X X       
Tiana (Dwight & 
Duane) 
X X       
Yvonne (Chris) X       X 
Total 14 8 6 4 4 
 
Relationships with Teachers 
 Teachers play an important role in the lives of students. For fourteen mothers, their 
teachers contributed to creating a learning environment that cultivated positive feelings toward 
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their schooling. Many of the mothers highlight their early schooling experiences by speaking on 
this relationship with their teachers. Both Raven and Imani affirm their relationships with their 
teachers were “great.” Raven even goes onto assert that, “in elementary school [I had favorites].” 
Deanna adds that, “I got along good with all my teachers.” Even Ariana states, “I had no issues 
with my teachers at all. “ 
Other mothers speak about their feelings toward school, and how their teachers aided in 
developing those feelings. For Sylvia, she affirms that, “school was fun to me.” When probed on 
what made it so fun, she adds, “my teachers liked me.” Tiana also had positive feelings for 
school and states, “school was pretty cool for me. I got along with my teachers pretty great.” 
Similarly, Ayana and Dinitra confirm that “school was good” for them. Ayana states, “I never 
had no problems with no teachers at all.” Dinitra speaks to her relationship by adding, “I had 
good relationships with my teachers.” While India didn’t have overly excited feelings about 
school. However, she asserts that it was, “kind of…it was ok…” and that she was “ok with my 
teachers.” 
For Yvonne, “School was great.” When asked to discuss her experiences, she explains, 
“the teachers loved me [and] I wasn’t a trouble child.”  Janay also felt school, “was good, it 
was.” She describes that, “I was doing good …the teachers were all good.” Likewise, Renee also 
felt that school “was good,” and she “had a good relationship with teachers.”  
Kendra, Ebonie, and Leah all felt they received something greater from their teachers 
when they worked to develop a positive relationship. Kendra affirms, “I feel like [it’s] a really 
important thing to have a good relationship with your teachers. They’re helping you learn…so 
[my relationship was] very good with my teachers.” Ebonie adds that, “I always had a close 
relationship with my teachers because if I needed help, I wasn’t ashamed of it. I just pretty much 
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did my work, did as I was told, and I helped the teachers out a lil.”  Lead further explains this by 
stating, “I feel like I had good teachers…I think all my teachers did good ‘cause I learned. I 
learned, and they pushed you to know and explain things…I was always kind of good with my 
teachers ‘cause I talked to them and paid attention, so I think [school] was good.”  
For these mothers, the relationship they developed with their teachers aided in increasing 
their positive feelings toward school. All fourteen of the mothers who mentioned they had a 
positive relationship with their teachers, also had positive feelings toward school overall.  
Relationships with Peers 
Eight mothers discussed their relationship with peers has having an influence on their 
early schooling experiences. These mothers explained these relationships by using terms such as 
“popular”, “sociable”, and “got along.” Kendra and Briana affirm this by stating, “I had a lot of 
friends.” Sylvia too, “had a lot of friends,” and even adds, “I was popular.” Imani confirms her 
relationship with other students “was good,” and “I got along with them.”   
Similarly, Tiana states, “I was [a] very sociable, popular kid. So, I really didn’t have any 
enemies or friend-enemies in school.” Ebonie also, “never really had a problem with the 
students.” She asserts that, “I [have] always been very kind.” Janay also never “got into it with 
nobody.”  Renee sums up the experiences by stating “I get along with people very well. I would 
describe myself as a good student, not excellent, but good. I got B’s, C’s…sometimes D’s.” For 
these mothers, being able to develop positive relationships with other students contributed to 
maintaining positive feelings about their schooling. The dangers of forming negative 
relationships with peers is more consequential for these mothers, based on the dangers that exist 
in their surrounding areas.  
Working Through Struggles 
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Six mothers spoke on working through challenges experienced during their early 
schooling years. Dinitra who previously discussed her positive relationships with teachers, and 
overall likeliness for school, still admitted, “I would get frustrated sometimes but had to work 
through it [in] order for me to make it.” This demonstrates that although mother may believe in 
the value that education can add to their lives, they can still struggle with completing. Imani had 
a similar experience. She states that when she was younger, school was “tiring.” But, as “I got 
older and I [understood] more but not in the beginning…even though I went there every day 
[and] did what I was supposed to even though I didn’t have the best grades.” Showing her 
commitment to education, even if she didn’t understand fully the purpose of it yet.  
Janet and Briana both struggled in their early schooling experiences due to personal 
issues at home. Janet affirms that school was, “a bit difficult for me.” Averaging C grades, she 
asserts, “I just did enough to get by. I didn’t personally like “Ds” and “Fs”. But, I did just enough 
to get by.” Knowing that she had to do well in order to receive the financial support to eventually 
get through primary and secondary schooling to college, she adds, “I didn’t want to put in more 
of the effort than it would take for me to say “I’m going to go to high school despite what’s 
going on at home. I’m going to make myself stand out, so I can get scholarships.” On the other 
hand, Briana was “an “A” or “B” student.” She maintained these grades even though she states, 
school was “kind of hard.” She speaks on these challenges by affirming, “we were going through 
separation from my mother…and I also had two deaths in the family in grade school…but I 
graduated. I graduated on time and everything. I just didn’t make it to college.”  
Shontel, however, was working through completely different struggles. For her, the 
pressure of fitting in created schooling challenges. She states, “I just remember being in school 
and hoping this person likes you and hoping this person is going to be friends with you. I wasn’t 
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really [about] learning and education.” While she made it through high school, and onto 
complete some college, Shontel confirms that “I didn’t get serious [about school] until my junior 
year.”   
Ariana explains that her fondness for school, similar to Shontel’s, was developed over 
time. She states, “Well, when I first started school, I didn’t want to go to school because I did not 
want to be away from my parents…but as I got older, I loved school.” Each of these mothers 
demonstrate personal challenges they had to overcome in order to be successful in school. While 
all different, each mother displays their ability to adapt and persevere, despite the roadblocks 
they encounter.  
Quiet Hard Workers 
When speaking about their early schooling experiences, four mothers describe 
themselves as quiet students, who focused on getting their work done. India exemplifies this by 
stating, “I was just quiet…try to [do] my work or whatever and that was it. Basically, I was a 
good student, but I was just quiet.” Similarly, Yvonne states, “I was the quiet type, so I got along 
with everybody. [I was] hardworking, smart, and responsible.” Raven also describes herself as a 
hardworking student. She states, “I kept up with my lesson plans. I made sure that I paid 
attention and if I needed help I got help.”  
Both Kara and Shanice speak about their work ethic and feelings toward school. But, 
most importantly, they discuss how this work ethic was encouraged by teachers who saw the 
potential in them to be great. Kara affirms, “I was shy. I wasn’t a kid that cried first day of 
kindergarten [though]. I took in information. I got along with all my teachers that seen the 
quality and seen the ability in you and knew how to pull it out.” Affirming that she took in 
information, and applied herself when challenged by her teachers, Kara asserts her early 
 124 
schooling experiences were positive. Likewise, Shanice states, “School was ok” and affirms she 
has a good relationship with teachers. Especially those who, “seen more in me than I seen in 
myself. So, I knew that I had people that actually was like, wanted me to do better, so I did it.” 
Both of these mothers speak on having to navigate personal challenges of shyness/ being quiet. 
However, they were able to work through these struggles often times with the assistance of a 
teacher who believed in their ability to do well.  
Love for School 
A thirst for knowledge, or desire to further their learning contributed to three mothers’ 
positive feelings toward school. Kendra illustrates this by affirming, “I really enjoyed school. I 
was the type of kid [that] liked to learn.” When probed on how this influenced her feelings 
toward school, Kendra states, “I was very into school… I enjoyed my school experience… [and] 
I would say I was a hard-working student.” Not only did her love for school influence her 
positive feelings, but it also drove her to be hard-working, and strive to do well. Both Deanna 
and Ariana have similar stories. Deanna asserts, “I loved school. I was a good student.” 
Meanwhile, Ariana adds, “I was a nerd so…somebody that always loved to learn.” For these 
three mothers, there was a desire to acquire more knowledge. This love for school greatly shaped 
their day-to-day experiences.  
 
Overall, while forming positive relationships with their teachers and peers for some 
mothers made the school experience much more enjoyable. For others, it was their thirst for 
knowledge. Whatever their influence, all the mothers spoke on the importance of going to school 
and doing well, regardless if it was a personal challenge. This speaks to the value that these 
families place on education and the belief that they have regarding its ability to possibly aid in 
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the upward mobility of their families, illustrated by their desire to work through their personal 
challenges to ensure they’re academically successful.  
Early Schooling Likes 
Therefore, when asked to speak specifically about the things they enjoyed during their 
early schooling experiences, several themes emerged. While there were some general dislikes, 
overall mothers reported they enjoyed their schooling and the benefit it could bring to their lives. 
Regarding likes, themes that emerged include 1) gaining knowledge, 2) ability to socialize, 3) it 
presented an opportunity to be free, and 4) being in a supportive environment (see Table 21).  











Ariana(Tierra) X       
Ayana (Neal) X   X   
Briana (Will)   X     
Deanna (Jordynn) X       
Dinitra (Demetri)   X     
Ebonie (James) X X     
Imani (Andre)   X     
India (Mia) X       
Janay (Shanae) X       
Janet (Deidre)     X   
Jazlyn (Tami)         
Kara (Denise)   X     
Kendra (Troy)       X 
Leah (Abdul) X X     
Raven Michael)         
Renee (Ivana) X       
Shanice (Jamal)       X 
Shontel (Howard) X       
Sylvia (Ashlee)   X     
Tiana (Dwight & 
Duane) 
    X   
Yvonne (Chris) X       
Total 10 7 3 2 
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Gaining knowledge. Ten mothers reported what they enjoyed most about school was the 
ability to gain new knowledge. For some mothers, their love for gaining knowledge was 
influenced through the introduction of courses or subjects being taught. India, Renee, Ebonie 
Janay, Deanna, Ariana and Shontel exemplify this. India asserts that her favorite part of school 
was “reading and science…I liked their reading.” Renee and Ebonie both affirm they loved 
“reading.” Ebonie confirms that, “we had to do young author books, so I liked that… I liked all 
my projects.” For Janay, she loved the ability to go on school trips and math. She states, “Getting 
to [go] on trips and I learned… I learned, like, I love math.” Arianna also loved math. She states, 
“I loved school. I loved learning. I loved math. I tutored people when I was in high school.” 
Deanna concluded with what she enjoyed most about school was “learning. My favorite subject 
was science.” 
For other mothers, just the possibility to generally learn something new inspired their 
love for school. Yvonne, for example, confirms for her, “learning new things,” is what she 
enjoyed most. Ayana shares similar feelings. She states, “just being able to learn something new, 
you know, every day you go to school.” While no particular subject stood out for these two 
mothers, showing up every day to learn something new about the world was inspiration of 
enough to develop a love for education.  
For Leah, however, going to school once felt like an obligation. Her love for education 
wasn’t discovered until later in life. When she realized that educational attainment can contribute 
to providing her a better life, her feelings toward school changed. She affirms, “Back when I was 
younger, I was going to school ‘cause I had to and I had no other choice. But, I say now probably 
get that learning experience, so I can further my life in my career.” For these mothers, their love 
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for knowledge made their schooling experience enjoyable, whether through the introduction of 
new subject, or gaining perspective on how it can create better opportunities later in life.  
School as a place to socialize. Seven mothers reported that what they enjoyed about 
school was the ability to socialize with other students. Dinitra describes her experience with 
school as, “go there, learn, meet more friends.” For her, learning is important, but also, being 
able to engage with the other students and develop relationships was also important. Leah 
follows up this point by affirming she enjoyed, “going to school to see some of my friends.” 
Sylvia, who moved around a lot, enjoyed when she was in a school long enough to develop new 
friendships. She asserts, “we moved around a lot. So, when we did get to a school where we 
stayed for a while, we were getting to know people. We was getting invited to places. We had 
fun doing that.”  
What Kara enjoyed most about school was the ability to be around other students. She 
states, “I am a people person. I’m quiet… I just love to see somebody other [than] four walls in 
my room and my cat.” Imani, for example, reports that for her, high school was more enjoyable 
than elementary school. When asked to describe why, she states, “because it was different, and it 
was so many different people I came across.” Kendra highlights these sentiments by continuing 
with, “the interactions with your peers and the teachers…even the staff, principal, everything.”  
Ebonie also enjoyed socializing. She affirms, “I liked being on the cheerleading team 
[and the] dance team.” Briana shares a similar experience. She affirms she enjoyed, 
“everything…I didn’t get outs school to almost 6 o’clock every day…we had extracurricular 
activities…I actually started a drill team.” These mothers enjoyed developing relationships 
outside their regular classroom instruction time, and used extracurricular activities offered at 
school to continue to socialize and form bonds with other students.  
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School as an opportunity to be free. Tiana, Ayana, and Janet reported that school was a 
place to be free. For Tiana, “school was just being able to get a different environment from 
home.” In this new environment, she was able to engage in all the things she enjoys. She 
continues on to say that, “I loved school. It was just being able to interact with different friends 
and learn new things…being able to read all day if I like…it was perfect.”  Similarly, Janet felt 
like school was an “outlet to be free.” For both her and Ayana, the opportunity to be “away from 
home” presented feelings of freedom to choose. In this space, they felt they were free to be 
themselves, partake in the things they enjoy, and not feel the same pressures as they would in 
other spaces.  
School as a supportive environment. Shanice and Kendra most enjoyed that school 
served as a supportive environment. Shanice affirms, in school she met people who “actually 
[showed] me they cared about me and my well-being…actually was there to help me.” Kendra 
follows up with, “I liked they were really hands on. If you had questions, they sat and helped 
you. If you needed any extra help, they stayed with you after school. So yeah, I enjoyed my 
school.” For these mothers, being in a place where they felt encouraged and supported 
contributed to positive feelings toward school.  
Mothers’ Challenges with School 
 
 Even though most of the mothers generally had positive feelings toward school, there 
were some aspects they highlighted that generated negative feelings. The following 4 themes 
emerged from this analysis 1) coursework demands, 2) ineffective teachers, 3) having to wake up 
too early, and 4) behavioral concerns of other students (see Table 22).  
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Ariana(Tierra) X X       
Ayana (Neal)           
Briana (Will)         X 
Deanna (Jordynn)   X       
Dinitra (Demetri) X         
Ebonie (James)   X       
Imani (Andre)   X   X   
India (Mia)         X 
Janay (Shanae)         X 
Janet (Deidre)     X     
Jazlyn (Tami) X         
Kara (Denise)       X   
Kendra (Troy)         X 
Leah (Abdul)   X X     
Raven Michael)       X   
Renee (Ivana)     X     
Shanice (Jamal) X         
Shontel (Howard) X         
Sylvia (Ashlee)     X     
Tiana (Dwight & 
Duane) 
X         
Yvonne (Chris) X         
Total 7 5 4 3 4 
 
Coursework demands. Seven mothers reported that while school was overall enjoyable, 
their course material was at times overwhelming. This was either due to struggling to understand 
the concepts or disliking the material. Dinitra reports, “testing and the projects and 
essays…doing all the writing” was what she disliked most about school. Shanice agreed that 
work at times was excessive. She states, “it’s the work. The work can be a lot. It overwhelmed 
me.” Ariana had similar feelings. She said, “I just didn’t feel like studying. If I felt like I had a 
lot on my plate, sometimes it would be overwhelmed, but I got over it. When discussing the 
amount of work assigned, Jazlyn states, “it was just homework…it was just so much homework. 
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It’s okay during the week but that Friday you couldn’t get a break.” Struggling with material can 
create negative feelings if students begin to question their ability to complete tasks or understand 
the concepts and process material in the same capacity as their peers. For these mothers, it may 
have been a struggle, but was not enough to deter them academically.  
Other mothers disliked particular subjects, which created challenges. Yvonne, Tiana, and 
Shontel, for example all agreed that math was their least favorite part of school.  
Getting up early. Five mothers reported what they most disliked about school was 
having to wake up too early. Leah states, “I never liked getting up early.”  Ebonie agrees, and 
adds, what she disliked most about school was, “getting up [and] going…but once I was there, I 
was cool. It’s the waking up in the morning part.” When discussing getting up for school, Imani 
laughs as she adds the only thing she disliked more than cold winter days, was “early mornings.” 
“Just being up early,” was also Deanna least favorite part of school. Ayana concludes by stating, 
“I didn’t dislike nothing, only getting up early. I dislike getting up early.” For many of these 
mothers, their travel to school was longer than most. Besides simply waking up, they were often 
required to travel long distances, either by public transportation, school bus, family drop-offs, or 
walking in the cold. As highlighted in early chapters, a large part of school readiness is a child’s 
preparedness for school, which means being well-rested, nourished, and excited about spending a 
day in school. For some families, having to wake up early in order to ensure they’re in school on 
time can jeopardize their amount of rest, or if they have enough time to eat a fulfilling breakfast 
before school.  
Behavioral concerns of other students. Four mothers had issues with school based on 
the behavior of other students, including issues with bullying. Coming from low-income, high 
crime areas, subjection to peer pressure can have catastrophic consequences on the lives of 
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children. Sylvia affirms that in elementary school, some of her classmates were engaging in risky 
behaviors that she wasn’t even exposed to until high school. For her, this made some aspects of 
school unfavorable. She states, “some of the kids wasn’t [on] what we was on. I didn’t really too 
much talk to em ‘cause a lot of kids my age were moving in a different direction then I like.” 
Leah also reports that “some of the other kids’ behavior problems… some of the things I didn’t 
like.”  Not being able to socialize with peers can make school very isolating, and unenjoyable.  
 For Janet, this isolation manifested into poor treatment by her peers. She states, “I wasn’t 
very well-liked, and bullying was going on…so I’m getting bullied from the kids and that was 
really not what I was expecting.”  Renee had a similar experience. She asserts that, “the kids 
[were] cruel and mean…sometimes they would be [to me].”  
Ineffective teachers. Imani, Raven, and Kara all believed some of their teachers were not 
very supportive and created unfavorable situations in the classroom. Imani’s personal early 
schooling experiences regarding ineffective teachers include, “the teachers wasn’t really teaching 
us nothing.” This impacted her schooling performance because, “it became boring to me.” She 
goes onto state that this has become problematic for her, once “they did decide to give us some 
work, [and] I had gotten so comfortable with not doing it…I didn’t want to do it.” Raven agrees 
that her “lesson plans were boring,” and that she would “rather stay home.” Kara adds that “the 
fast pace and the teachers speaking fast,” were discouraging for her as well. These mothers may 
have had better experiences with their educators if they took the time to fully understand the 
needs of their students. From teachers moving too quickly through material, to not understanding 
how to meet the educational needs of others, these mothers express their disappoint.  
Parental Investments to Ensure Children’s Positive Educational Outcomes 
A large number of mothers in this study have higher levels of educational attainment. Of 
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the twenty-one mothers in this sample, ten reported they completed some college, three reported 
the completion of an associate degree, and one reported completion of trade school (see Table 
23). This speaks to the value that these families place on education. However, while examining 
the income status of these families, the majority (n=15) reported an income of less than 10K a 
year.  














Ariana(Tierra)       X   
Ayana (Neal)     X     
Briana (Will)     X     
Deanna (Jordynn)   X       
Dinitra (Demetri)     X     
Ebonie (James)       X   
Imani (Andre)     X     
India (Mia) X         
Janay (Shanae)           
Janet (Deidre)       X   
Jazlyn (Tami)     X     
Kara (Denise)     X     
Kendra (Troy)     X     
Leah (Abdul)   X       
Raven Michael)     X     
Renee (Ivana) X         
Shanice (Jamal)   X       
Shontel (Howard)     X     
Sylvia (Ashlee)         X 
Tiana (Dwight & 
Duane) 
    X     
Yvonne (Chris)   X       
Total 2 4 10 3 1 
 
As highlighted earlier, the investment for many families into education is the idea that it 
will increase their ability for social and economic mobility. However, we see for these families, 
it did not change their socioeconomic status across generations. Even still, these mothers believe 
that education will provide a better life for their children if they “stick with it.” To better 
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understand this, the following questions were asked:  
1) Knowing your child as you do, how far do you think your child will go in school? 
 
2) What are the things that can stand in the way or keep your child from going that far in 
school? 
 
3) What do you have to do as a parent to help your child get that far? 
 
Several findings emerged from this analysis. The most important point to highlight is that 
all but one of the mothers aspired for their children to complete college (n=20). Some of the 
mothers even envisioned their child going further than a bachelor’s degree (n=2). Mainly, they 
believed supporting their children, and providing motivation would aid in achieving this goal, 
but also highlighted factors within their neighborhoods, including cultural practices and 
structural forces, that may inhibit this.  
Mothers’ Educational Aspirations for their Children 
When asked how far they expected their children to go in school, our mothers 
overwhelming responded with “go all the way.” For these families, the idea of educational 
success doesn’t mean stopping once you’ve completed high school. Rather, they are expecting 
their children to graduate from high school and go onto college. Some mothers are even 
expecting their children to go even further than a 4-year degree (see Table 24). 
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HS Diploma 4-Year Degree Graduate School 
Ariana(Tierra)   X   
Ayana (Neal)   X   
Briana (Will)   X   
Deanna (Jordynn)   X   
Dinitra (Demetri)   X   
Ebonie (James)   X   
Imani (Andre)   X   
India (Mia)   X   
Janay (Shanae)   X   
Janet (Deidre)   X   
Jazlyn (Tami)   X   
Kara (Denise)   X   
Kendra (Troy)   X   
Leah (Abdul)   X   
Raven Michael)   X   
Renee (Ivana)   X   
Shanice (Jamal) X     
Shontel (Howard)     X 
Sylvia (Ashlee)   X   
Tiana (Dwight & 
Duane) 
  X   
Yvonne (Chris)   X   
Total 1 19 1 
 
When thinking about aspirations for college, mothers expressed these wishes in various 
ways. Four mothers were hopeful that their children will make it through high school onto 
college. These mothers state: 
Deanna: [I’m] hopin’ all da way… high school through college. All the way 
through college. 
 
Dinitra: All the way to the end… The eighth grade, completing eighth grade… 
completing high school and can’t say about college ‘cause we know college not 
for everyone, but hopefully he can keep going on to college. 
 
Leah: I would hope he will go to college. That’s what I hope he will do. 
 
Yvonne: I think he’ll go far ‘cause he is very smart and intelligent. He got good, 
he got a good memory. So, I think that he’ll do good…hopefully college.  
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Five mothers were definitively sure their children will make it through high school and 
go onto college. These mothers state: 
Ayana: He’s gon’ to go to college and e’rything. 
Kara: I think she can go all the way…college…I know she gon’ go college.  
Raven: The end. College. 
 
Sylvia: Oh, Ashlee gon go to college. She said she gonna go to college ‘cause she 
wants to be a doctor. So, she has all the Doc McStuffin and things at home. 
 
Tiana, mother of twin boys: For both of them, they will be going to college. I 
don’t care what’s going on. College and beyond. 
 
Seven mothers speak on their desire for their child to go to college, whether for better 
career opportunities (i.e. ability to work in particular career fields) or just for the increased 
educational attainment. These mothers state:  
Ariana: I believe she’ll go all the way. I believe she will go to college. 
 
Briana: Oh, I think he’ll finish his whole elementary school year, term… I think 
he’ll go past that. I think he’ll probably go to college. He wants to be a firefighter. 
 
Ebonie: I’m thinking he will go beyond high school… mainly because he wants to 
be a basketball player. He wanna be on TV. So, I think he will do college and 
I’ma try my best to get him in a program. I wanna get him into ah all year around 
basketball camp. So, that way he could be good enough in possibility get a 
scholarship. That’s what I’m pushing him towards… ah scholarship. 
 
India: I think she’ll finish. I think she’ll go... she’ll finish grammar school, go to 
high school and cause she wanna be a teacher. So, I think she’ll go to college. 
 
Kendra: I think Troy will go pretty far. I think he’ll go all the way ta college. 
 
Renee: I think she will go all the way, all the way to college. 
 
Jazlyn: I think she will go far…college. 
 
Four mothers are sure their children will not only make it to college but will also 
complete their college degree. These mothers state: 
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Imani: College… Finish, finish college not just start but finish it too. 
 
Janay: College… She gon make it all the way through because, especially if it’s 
up to me. Long as I’m living she’ll make it. 
 
Janet: She’s going to graduate from college. She’s going to graduate… I believe 
my child is going to go very, very far. I’m praying for her that she going to 
graduate magna cum laude and she’s going to be that future engineer that I keep 
praying to God about. 
 
  Shontel: College graduate…He’ll be a doctor…PhD. 
 
These mothers express the value that a 4-year college degree can bring to their child’s 
life. For Shontel, college is a stepping stone along the way for Howard to attain his PhD. India 
and Briana envision college completion enabling their children to achieve their desired careers as 
a teacher and firefighter. For Ebonie, a college career means her son may get an opportunity to 
play professional basketball. For these families, college attainment means their children are able 
to escape poverty, gain upward socioeconomic mobility, and have an overall better life because 
of the differing resources and services that come with increased opportunity.  
However, Shanice was the only mother who didn’t indicate college as the final 
destination for her child. Jamal, who currently has an IEP, may experience challenges other 
students don’t have to consider. As a result, she states, “he prolly get to high school. Well he will 
get to high school. It’s just gonna be a process though.” For this mother, being aware of the 
various barriers her child will encounter forces her to think differently about her child’s 
educational future than other moms in this sample. 
Mothers’ Role in Ensuring Child’s Educational Attainment 
 Understanding the aspirations that they have for their children; these mothers are aware 
that they need to be proactive in their measures to ensure these goals are met. When asked to 
speak specifically about the things they will need to do to ensure their children are academically 
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successful, beyond entering primary school, various themes emerged. Mothers spoke on being 
continuously supportive and encouraging (n=9), providing monitoring over their behaviors and 
interactions (n=4), being a good role model (n=4), shielding from potential dangers (n=2), 
seeking out support (n=1), and being accessible to meet child’s needs (n=1) (see Table 25). 
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Ariana(Tierra) X           
Ayana (Neal)   X         
Briana (Will) X           
Deanna (Jordynn) X           
Dinitra (Demetri)   X         
Ebonie (James) X           
Imani (Andre)     X       
India (Mia)     X       
Janay (Shanae) X           
Janet (Deidre) X           
Jazlyn (Tami)       X     
Kara (Denise)         X   
Kendra (Troy) X           
Leah (Abdul)     X       
Raven Michael)   X         
Renee (Ivana) X           
Shanice (Jamal)       X     
Shontel (Howard)     X       
Sylvia (Ashlee) X           
Tiana (Dwight & 
Duane) 
          X 
Yvonne (Chris)   X         




Continuous parental support and encouragement. Mothers speak on their 
commitment to ensuring long-term educational achievement is an attainable goal for their 
children. Specifically, nine mothers discuss their role in providing continuous parental support 
and encouragement. For example, Janay’s philosophy regarding her child’s future is, “as long as 
I’m living, she’s going to be learning something in some educational place.”  This means doing 
“whatever it takes” to ensure her child’s future success. Janay asserts, “even [if I] gotta get her, 
her own little laptop…to download anything on it. She gon get it.” When asked to describe why 
this is so important to her as a parent, she states that [Shanae is] smart… she’ll play a game on 
the computer and she get ‘em right… I’ma have to just stay on her.” Similarly, Renee believes 
that doing whatever it takes to ensure her child reaches college is important, by affirming, 
“Anything that is necessary. Whatever it is that she might need me to help her with or do I will 
be there to help her.” Illustrating that as her child’s primary care provider, she has the 
responsibility to ensure that her child is successful. 
Many of the mothers also expressed this same sentiment. Ariana affirms this by asserting 
that it’s her job to “continue to encourage her,” and “not back her up if she’s wrong.” She 
continues onto say that if she wants her child to go all the way to college, than she cannot “push 
her, as far as if it’s something that [she] really don’t want to do, I’m not going to force [her]. It 
has to be something that [she] want for [herself].” Providing encouragement so that her child 
lives a successful life that is not only fulfilling, but also something that she chooses for herself is 
an important ambition for Ariana as a parent. 
Likewise, Briana believes that she needs to, “be supportive, help him with his work, 
interact more as he progresses with school… just help him with whatever he wants to do.” Being 
a supportive, hands-on parent is Kendra’s technique to ensure Troy is prepared for school 
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success as well. She states, “Whatever I need to do, like I said, support him [and] help him out. 
You know, kids can’t do everything on their own. So, definitely be a hands-on parent as far as 
school is concerned.” Deanna shares similar beliefs. She states, that she needs to “Be there for 
her, motivate her, push her as hard as I can.” For Ebonie, support and motivation are also 
important. She asserts: 
Motivation is a lot. Being his corner… not letting him give up. If I even think that he he’s 
giving up or sum’ like that, I would just keep tryna push him in the right direction, ya 
know? Just being there for support whenever he needs me… just… I’m there for him… 
basically.  
 
In addition, Janet follows up on this claim by affirming:  
I have to continue to, you know, encourage her, love her, motivate her, you know, show 
her dedication, show her that ambition, have goals, drive for them. Don’t just do it, don’t 
just talk about it, put the action in there, do the work, get it done. Just like the 
commercial, just do it. Take all the necessary steps that you need, you know. Be aware 
and be self-conscious about decisions that you make right now that can affect your future. 
I will open up the window for you. 
 
Lastly, Sylvia confirms the importance being a support system for your children by stating, “I 
don’t care if I have to do tough love [or] easy love, whatever… she gon’ get there. To me 
personally, I’m just gon’ go above and beyond to get her what she need. Any type of help, tutor, 
whatever you need it, I’m gon get it…just let me know.” These nine mothers highlight the need 
for support, encouragement, and motivation. When children feel as though their families believe 
in them, and provide them with the extra push, it can make a significant difference in their ability 
to be successful academically and socioemotionally.  
Parental monitoring. For Dinitra, Ayana, Yvonne, and Raven, their plan to keep their 
children on track for college success is to monitor their children, keep working with them, and 
keep them focused on their goal. Dinitra’s, for example, focus is on monitoring her son to ensure 
he is on the path to success. She states that in order for him to make it through high school and 
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onto college, she needs to “stay on him about his work and staying focused.” Yvonne affirms this 
is important, and adds, she has to keep her son focused by, “[giving him [the] right direction… 
[and getting] him able to communicate what he want.” Ayana asserts that as a parent, it is her 
responsibility to “keep workin’ with him…to make sure that he stay focused… and support him 
in whatever it is that he needs.” Raven, she also believes that keeping her son focused will ensure 
his success. She affirms, “I might change up the lesson plans, you know, and try to talk to him 
and tell him how important school is.” For these three families, their belief is that staying on top 
of their children and keeping them focused on their main goal is how they can ensure the 
completion of a college degree. 
Accessible to meet children's needs. A way of doing this, as highlighted by Tiana, is to 
make sure that you’re always available to meet the needs of your children. She asserts that it’s 
important:  
To be available when he needs to talk. Like with an issue or if he’s having problems in 
school, like if you need a tutor, to be able to recognize things early on…be an open 
parent. If you need anything, just be open to any suggestions or any changes.  
 
Being an active parent allows for these families to be aware of the needs of their children. By not 
only making themselves available to the needs of their children, but also being flexible in how 
they’re working with their children and providing the support that they need that can aid in 
ensuring their children successfully attain 4-year degrees. 
Seeking out support. Kara’s approach demonstrates this flexibility in her parenting 
approach. She knows what she is able to offer her children support wise, but also recognizes the 
importance of seeking out additional supports from other sources when needed. She states that in 
order to ensure Denise goes all the way to college, she need to: 
Keep reading resources if I don’t know how to do something, this work gets difficult and 
I don’t understand some of the things it’s not the same as what I learn. They do different 
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things now, so I understand something, I’ma go find someone that’s gon help us both or 
at least help her help me understand as well so make sure I just keep up with that. 
 
Be a good role model. Other families believed that being a good example, or a role 
model for their children was most important for ensuring educational success. For Leah, her 
approach to ensuring that her son is able to complete college is “Just be a good role model.” She 
describes this as:  
Show him… if he sees you doing things and if he want things in life, [he’ll see] you can’t 
just sit around and not do nothing and think it’s going to be handed to you. So, I think he 
needs to be motivated and see, you know? I can’t tell him, ‘like go. I want you to 
graduate and do this and do that’ if I ain’t do it or try cause that’s why another thing I got 
my GED. I got it two years ago and it was like a burden on my chest. I went to Harold 
Washington, I went to Kennedy King, I went to a school in Iowa, ‘cause I lived in Lock, 
Iowa for almost a year, just for GED preparation classes…I was psyching myself out 
thinking the test was going to be harder than what it was. It was hard, but it wasn’t hard 
as I thought it was going to be to the point that I passed on the first try. So, I just think 
you motivate your child and push ‘em to do the best that they can. 
 
Leah’s belief is that you cannot desire and push your child in a direction you yourself 
aren’t willing to peruse. Therefore, working for her GED and showing him that yes, it’s hard, but 
also attainable, was her way of illustrating to Abdul that educational attainment is important. 
India and Imani also believe that illustrating “a good example” will encourage their children to 
attain higher education. For example, India affirms: 
I motivate her and talk to her and like show her examples sometimes. Like me, I don’t 
have a job or I ain’t finish. So, I show her examples like my sister. She went school. She 
finished high school. She going to college. I show her the difference. And, I talk to her 
more about finishing too. And sometimes I show her the examples you know of like I am.  
 
Similarly, Shontel, who’s also currently enrolled in school, believes that her son can witness her 
dedication to studies and use that as an example to success. She asserts, “Just paint the picture 
for him to see both of us as examples doing those things. You know, I get up and go to school. 
He knows one thing I want him to understand is there’s no such thing as ‘I can’t’ being in his 
vocabulary.” 
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  Shield from potential dangers. Jazlyn’s approach, however, was different from all the 
other mothers. She believed in order to fully prepare her child for future success and college 
attainment, she must be realistic about the type of interactions Tami can expect to experience 
with different types of people. She states,  
All I can do is let her know really what’s going on in the world about people. People are 
gonna be people, and she gonna have to take it from there… They with you and they can 
turn on you. They be who they are, or not. Just don’t be surprised about nothing. Nothing 
is a surprise and it’s promised to you… You either gonna be with or without… Look to 
the right of you, look to left, and the one on the left ain’t gonna be there. The one of the 
right gonna be right there. So, it’s one of them kinda of things. 
 
Jazlyn’s belief is that she’s not always going to be able to shield her daughter from the dangers 
that exist in her neighborhood and the people she will encounter. By preparing her for these 
types of interactions, she believes she can steer her away from the wrong crowds and on the track 
to academic success.  
While all the mothers are expressing a desire for their children to lead successful lives, 
it’s important also to be realistic and consider all the circumstances that can impede on this 
success. Shanice indicates that she’ll always support her son and his future goals but is also 
aware not to put pressure on him in ways that can have negative impacts on his progress.  
Potential Barriers to Child’s Educational Success 
While the mothers do acknowledge the barriers that exist in their neighborhoods that can 
hinder their child’s completion of a four-year college degree, there are strategies that can be 
employed to increase the opportunities, resources, and services available to their children. 
Through being supportive, aiding in keeping their child focused, preparing them for real-world 
situations, and shielding from neighborhood dangers are important. The child also must play an 
active role in ensuring academic and socioemotional success are attainable for themselves. 
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When asked to identify the factors that can potentially stand in the way or keep their child 
from reaching their anticipated educational goals, the overwhelming response from many 
mothers was getting mixed up with the wrong crowd. With all the dangers that exist in their 
surrounding environments, (i.e. issues with gangs, violence, crime, and personal victimization), 
getting involved with people that could steer you towards or put you in situations to be exposed 
to those dangers are severely detrimental for young Black boys and girls. And while their 
children are only preparing for the transition to kindergarten, these are issues that they’ll have 
increased exposure to and a higher risk of exposure to as they age (see Table 26).  




Negative Influence Poor Support Financial Costs 
Ariana(Tierra) X     
Ayana (Neal) X     
Briana (Will)       
Deanna (Jordynn) X     
Dinitra (Demetri) X     
Ebonie (James) X     
Imani (Andre) X     
India (Mia)       
Janay (Shanae)       
Janet (Deidre)       
Jazlyn (Tami) X     
Kara (Denise)   X   
Kendra (Troy)   X   
Leah (Abdul) X     
Raven Michael)       
Renee (Ivana)      
Shanice (Jamal)   X   
Shontel (Howard) X     
Sylvia (Ashlee)   X   
Tiana (Dwight & 
Duane) 
    X 
Yvonne (Chris)   X   




Negative influences. Nine mothers believe that negative influences can derail their 
children during their educational journey. As there are many dangers in their neighborhoods, 
getting influenced to move in the wrong direction can have devastating consequences. Deanna 
and Dinitra both affirm, “hangin’ out with the wrong people,’’ can have negative consequences. 
Imani adds, “hanging [or] making friends with the wrong children. I hope he don’t be easily 
influenced, but I know it happens sometimes.”  Likewise, Ebonie believes, “if he get messed up 
in the wrong crowd. If he gets in with the wrong crowd… in to the wrong people. Not staying 
motivated and determined. Giving up, basically.” Not only do these mothers believe this can lead 
to engagement in negative behaviors, but also losing their drive to do well in school.  
Shontel agrees. She asserts, “influences. Bad influences. Maybe he sees the wrong thing, 
or gets ahold of the wrong information, and tries to get the easy way out. The easy way of 
making money which is not really the safest.” In the same fashion, Ariana believes hanging 
around the wrong crows can alter individuals’ behaviors. She states, “Certain people that may 
not be about what she’s about and bring her down, or certain habits that she may pick up that are 
not healthy habits.” She adds to combat that, “You always have to be an example so if she does 
decide to go another way, you know that you’re not the influence of it. It’s an outside source.” 
Jazlyn also speaks to this point of always being a role model. She states, “People look at 
other people as like a role model. You don’t really need a role model. The parent is supposed to 
be the role model…” She affirms that this is important because, “if you taking suggestions from 
or looking at somebody else because you think that they’re better, that’s not really a good 
idea…The parent is the role model…No such thing as the basketball player is the role model, ya 
know? It’s the parent… it comes from the parent.” For these mothers, they believe that knowing 
who the source of influence is can help them aid in shaping their behaviors. Ayana illustrates this 
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point by adding, “The outside world, you know?... Cause if we allowed him to get involved in 
the outside world that could [hold him] back.” 
Leah speaks to the specific characteristics in the neighborhood that can provide the 
negative influences. She states, “in this area, probably violence, drugs, crime… the wrong people 
maybe that can infect him which I will try my best to keep him away from that cycle of crime.” 
Therefore, she affirms that, “that’s was why I think I’m going to move soon…seeing that I lost 
my brother I feel like it’s so much crime, especially in this area, but they say it’s all over, but I 
think it worser in some areas.” The urgency for her to relocate to someplace she deems safer is as 
her son ages, he has increased exposure to the neighborhood. She adds, “him being four, he 
should be fine at least till he six. But, I don’t know if I can hold off till six. I was saying maybe 
when my lease up I was going to move to the suburbs, or maybe probably out of this state.”  
For these families, the possibility of their child getting mixed in the wrong crowd is a 
dangerous thought. Leah, for example, is even contemplating moving to what is deemed a safer 
area to reduce the likelihood of her son becoming victim to a crime, such as death like her late 
brother. The reality for these mothers is they cannot chance their children being easily influenced 
or pressured into hanging around people who are negative influences.  
Lack of support. However, other moms have different feelings about the things that can 
possibly prevent their children from school success. Shanice, Yvonne, Kara, Kendra, and Sylvia 
all spoke to how important support is for their children, and why without it, their child’s 
academic future may be in danger.  
Shanice asserts that traumatic events in her son’s past can pose as challenges for his 
development as he ages. With an existing IEP, having the support of his family through 
schooling is important. When asked to speak on anything that can prevent him from doing well 
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in school, she states, “Trauma that’s it. That’s why we are getting him in counseling, so he can 
learn how to deal and cope with those times that he might trigger those moments and stuff. Help 
him deal with [and] cope well.” Yvonne shares similar thoughts. Her belief is that if “nobody 
helping him like not takin’ they time with him [and] make sure that he supposed to be doin’ what 
he supposed to be doin’,” then Chris may experience some challenges. 
Both Kara and Kendra assert that they are the force that keeps their children focused in 
school, and without their presence and continued support, their children may suffer. Kara states, 
“My kids are attached to me and their father… If anything happens to us, they will shut down. I 
talk to them about that. I let them know that it is part of life and you just got to keep going.”  
Kendra affirms this sentiment by stating, “As long as I’m around nothing…you might get 
distracted, you know, just being a kid and tryna deal with his friends or doing things like that. 
But, as long as I’m around I’ll keep him focused.” Both of these mothers play a critical role in 
their child’s life, and because they are secure in the parent-child relationship, they believe this 
relationship will drive their children to meet their expectations and continue to do well. 
Sylvia’s belief, however, is that without continued support, her daughter Ashlee may 
become disinterested or distracted. She affirms: 
Just fallin’ off, like getting’ disinterested in it. That’s why I try not to work so 
much because if I’m not around, they like to show me things that they’re doing. If 
I’m not around, they just don’t want to do it or whatever until you know I’m 
around. So basically, just making sure that I’m around for them to show 
somebody somethin’… Just to make sure I’m there to support it. 
 
For Sylvia, her children take joy in being able to demonstrate the work they’ve completed and 
take pride in sharing that work with their mother. She, therefore, wants to ensure that she 
continues to be that source of motivation for her children so that they want to continue to do well 
in school. Otherwise, she feels they may be easily distracted, which is also a fear of Janet’s. 
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When speaking of her daughter, Deidre, Janet affirms, things that can prevent her from achieving 
success in school include “not trying at all, having failing grades, you know, getting in trouble 
with the law. Yeah…being lazy [or] not trying. 
Financial costs. Tiana, on the other hand, has completely different concerns. As a single 
mother with twin boys, her concern is not being able to financially afford the cost of continued 
education for her children. She affirms:  
The only thing I see is being financially unstable to be able to go. And that’s the 
same thing for Dwight and Duane because I know they love to learn… it’s not a 
problem, but it’s just the money issue. Money could be an issue because, of 
course. things are going up. It’s just that’ll be the basic only reason, but I’m 
working toward that now to make sure that does not happen. Like seriously, I 
don’t need a financial road block to be in your way for you to get an education 
and I’m hoping that that doesn’t happen. 
 
After achieving some college, herself, Tiana values what education can bring into the lives of her 
children. Therefore, the looming idea of financial burdens that can arise relating to schooling 
costs, is troubling as it’s Tiana’s only perceived barrier to continued school success.  
 Overall, these mothers have extremely high expectations for their children’s academic 
future. Based on statistical outcomes for Black children in high-risk urban areas, the likelihood 
of all these children completing high school, and matriculating through a four-year university is 
drastically low. Data from the National Center of Educational Statistics shows that only 88% of 
Blacks between the ages of 25-29 hold high school diplomas, 20% hold bachelor’s degrees and 
4% hold a master’s degree or higher (NCES, 2012). However, the fact that these families are not 
only ambitious but also are active in their child’s life can aid in increasing positive educational 





Through this chapter, these families have highlighted the importance of education for 
their family. Almost every mother expressed their desired goal of educational attainment for their 
child to be a 4-year college degree, with the belief that through this achievement, their lives 
would automatically be better. While most of the mothers in this sample have some college 
background, none of them were able to finish college with a 4-year degree. Even though college 
didn’t work out for them, and they still experience high levels of poverty, these families remain 
faithful that this is the solution to poverty for their children. 
These families experience daily obstacles that may deter their educational attainment at 
levels that aren’t experienced by their affluent counterparts (Nichols, Kotchick, Barry, & 
Haskins, 2009). The consequences of poverty that increase their exposure to poor environmental 
conditions (i.e. violence, crime, dilapidated housing, poor performing schools, etc.) contribute to 
larger systematic barriers (Nichols, Kotchick, Barry, & Haskins, 2009). The strength in these 
families, however, is in their ability to survive and thrive despite these conditions. These families 
instill an interest in education and learning in their children at an early age. Some families 
achieve this through activities, while other serve as role models for their children to prove that it 
is possible to overcome. 
While many of their mothers had positive early educational experiences of their own that 
influenced this faith in education, this was not true for them all. In addition, even amongst those 
with positive experiences, there were some factors that were challenging to overcome (i.e. 
coursework demands, getting up early to commute in time, negative experiences with peers/ 
bullying, and ineffective instruction from teachers). However, these experiences didn’t waiver 
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their faith in education to increase their likelihood for success or better opportunity for their 
children.  
Raven and Jazlyn are the only two mothers who reported no positive feelings towards 
school when discussing their early educational experiences at all. For these two, they felt as 
though there was nothing to “pump them up” or encourage them to feel inspired about going to 
school. However, they did recognize it as a necessary tool to achieve their future goals. 
Therefore, even though they don’t report enjoying school early on, they still aspire for their 
children to do well and eventually complete college. 
Through exploring these early school experiences, we are able to better understand these 
mothers' commitment to ensuring their children are prepared for school success. Examining 
mother’s educational aspirations applies deeper meaning to our understanding of their parenting 
practices, especially those that directly contribute to the academic and socioemotional 
preparedness of their children to do well in school. For example, Shontel expresses her desire for 
Howard to not only complete high school and college but go onto graduate school and attain his 
PhD. This helps explain her conceptualization of school readiness as “a process of preparation” 
in which the child is “getting ready for the next level.” As her use of educational tools and 
activities will continuously aid in preparing Howard for ongoing school success.  
Therefore, understanding these mothers early educational experiences help set the 
foundation for later school success in their children. The investments that families make now are 
crucial because they establish a value in education. When children see that their parents are 
invested in their future, believe that they are capable of success, and provide motivation and 
support to achieve such success, they are more likely to do well in school. They fact that these 
families are knowledgeable on the potential barriers that may hinder their success and have 
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identified strategies to overcome them indicates that they are invested in a positive trajectory for 
their children.  
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CHAPTER 7: PARENTING VALUES ACROSS GENERATIONS 
 
 “It’s a Legacy!” 
 
Family dynamics can greatly impact the educational trajectory of young children (Mare, 
2011). Inequitable opportunities and knowledge relating to educational attainment can impact not 
only beliefs about school readiness, but also how families interact with children and prepare 
them for the transition to school. Ideas about educational attainment can be transmitted beyond 
parent-child/ two-generation relationships. Instead, this intergenerational influence can also 
come from grandparents as well as ancestral beliefs (Mare, 2011).  
In the last chapter, we discussed the early educational experiences of our participants and 
its impact on the educational aspirations of their children. This chapter will continue that 
conversation by analyzing intergenerational influences on parental involvement in promoting 
educational attainment. Looking across three generations, mothers will speak on the ways in 
which their family were involved in their own schooling. Secondly, this chapter will discuss how 
their family’s previous involvement influences how they engage with their own children. Parents 
advice regarding the importance of school across generations will then be analyzed. A summary 
on parenting values across generations will conclude the chapter.  
Intergenerational Family Involvement 
 The values and beliefs passed down through generations are described as 
intergenerational influences. How families engage with their children are often times reflective 
of the involvement they experienced growing up. To gain a better understanding of the 
intergenerational ways our families convey the importance of education to their young children, 
the following questions were asked: 
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1) Describe how your parents/ family members were involved in your education when you 
were in elementary school. 
2) What did you think about your parents’/families’ involvement in your education? 
3) What stories did your parents tell you about how it was for them going to school? 
4) When your parents told you stories about school, how did this affect how you felt about 
school or what you did in school? 
5) What advice did your parents give you about school when you were younger? 
6) Tell me about the advice you are giving to your child. Is it similar or different from the 
advice your parents/family gave you? Explain. 
From this analysis, various findings emerged surrounding the involvement of family members in 
our mothers early educational experiences. Firstly, four main styles of parental involvement was 
discovered, 1) general involvement (n=13), 2) homework assistance (n=9), 3) volunteering 
PTA/PTC service (n=5), and 4) attendance at school activities (n=3). In addition, mothers also 


















Ariana(Tierra)   X     
Ayana (Neal) X X X   
Briana (Will) X   X   
Deanna (Jordynn) X X     
Dinitra (Demetri) X X X   
Ebonie (James)   X     
Imani (Andre) X   X   
India (Mia) X X     
Janay (Shanae)     X    
Janet (Deidre)       X 
Jazlyn (Tami)       X 
Kara (Denise) X       
Kendra (Troy)   X X   
Leah (Abdul) X   X   
Raven Michael)      X 
Renee (Ivana)    X   
Shanice (Jamal) X       
Shontel (Howard) X       
Sylvia (Ashlee) X X     
Tiana (Dwight & 
Duane) 
    X   
Yvonne (Chris) X X     
Total 13 9 9 3 
 
Types of Parental Involvement in Elementary School 
 General involvement. General involvement is described as an accumulation of activities 
that families engage in with their children, including purchasing school supplies, educational 
activities to promote emergent literacy (e.g. reading together, flashcards, times tables, and book 
reports), and dropping off and picking up from school. Thirteen mothers described this type of 
engagement from their families.  
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Mothers who reported that their families were engaged in direct activities to promote 
school readiness focused on promoting academic skills, such as reading, writing, and spelling. 
They stated: 
Ariana: [My mother] would ask us questions, why is this? and it was like she 
would drill us. She would have us read the material, then she would go over with 
the material, asking us questions. She would make sure that we were ready for 
test, any type of quizzes, spelling tests. She was very involved. 
 
Dinitra: My mother use to make me read newspapers with her to help my reading 
and stuff like that. 
 
Kara: My dad [got me] tutors and my mom, she worked a lot. She [depended] on 
the older siblings to help me. My dad was more hands on. 
 
Mothers who reported that their families were engaged in indirect home-based activities 
to promote school readiness focused on purchasing school supplies, doing school drop-off and 
pick-ups, and assisting their child in picking out school clothes. They stated: 
Sylvia: She would always take us shopping, or ask us if we need anything for 
school, like supplies…  
 
Yvonne: [They] took me to school every day.  
 
Shontel: My grandmother was the lunch lady…if there was any negative 
comments…she’d think it’s us and be afraid for us. ‘Oh no, I heard someone say 
the school’s reading level is low, you guys come home and read a book…write 
me a book report…memorize these times tables…that’s how my upbringing was.  
 
Deanna: She did a lot. Made sure I took off my school clothes every day I came 
home from school.  
 
Imani: Made sure I got there every day. Made sure I had everything that I 
needed…school supplies. Made sure I was taken care of.  
 
 This type of involvement from families displays a general commitment to ensuring your 
child understands the value of education. While many of these families were limited by factors, 
such as other family responsibilities and financial obligations, they still committed what they 
could to be present in their child’s educative process.  
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Homework assistance. Assistance with completing homework was also a significant 
task for families. 9 mothers discussed their families’ engagement with homework completion. 
Deanna, for example, affirms that, “She made sure she helped me with my homework every 
night.” Ayana, who highlights her parents were heavily involved both inside and outside of 
school states, “Outside of school, they made sure my homework got done. Made sure I 
understood what I was doing.” Dinitra also confirms that her mother was involved a lot in her 
elementary school education, and states she would, “help with the homework.” Yvonne also 
affirms everyday her parents, “[helped] me with my homework and stuff like that.” Ariana adds, 
“My mother was probably the main one that would check our homework. She would make us sit 
down and read to her…whatever we had to read that was our homework.” 
Extended family members played a critical role in homework assistance for some 
families. Sylvia exemplifies this by discussing her aunt’s involvement in her homework 
completion. She asserts, “My mom would always help us with homework, stay up late. My 
aunties would help if we got stuck on math, like my whole family…they played a lotta parts in 
our school…they helped us a lot.” Ebonie had similar assistance from family. She affirms, “My 
mama always checked my homework every night. Anything I needed help with, she always 
helped me.” When speaking on assistance from extended family members, Ebonie added, “I 
remember having a project to do and I had to made it out of flour and water…I had to do that for 
art…that was pretty cool and [my grandmother] helped me with that.”   
Kendra describes the ways in which her family were involved in her education. Her 
father, who she describes as a, “very strict parent,” taught her if you “don’t like your grade now, 
you do what you have to do to get it higher.” Therefore, “he made sure as kids we did our 
homework. We came home, we did our homework we had.” For Kendra, this type of oversight 
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reinforced that she is in control of her future. She has the power to make changes if she doesn’t 
like the outcome.  
India’s family used educational tools to assist in completing homework. She confirms, 
“They helped me with my homework and did different things like with the little flashcards and 
stuff.” For these families, completing homework together was often an opportunity to bond. 
Families, including extended family members, demonstrated the value of education by working 
together on things, such as school projects and math problems.  
 School-based parental involvement. For some families, it was important being active 
both inside and outside of school. Volunteering on parent committees and attending parent 
meetings showed another level of investment for these families. Tiana asserts that her mother 
was “active, [and] a parent of, not student council, but like the parent meeting and things like 
that…she kept good communication open with the teachers.” Imani and Briana affirm similarly, 
their parents also attended “school meeting and things like that.” Leah adds that her mom “came 
to the parent meetings and she probably checked in and talked to the teachers at the parent-
teacher conferences.” For Dinitra, her mother, “tried to make it to all the parent-teacher 
conferences, if she had to go. Or, send my sister.” This again speaks to the commitment from 
these families to have a continuous presence in the schooling of their children, and the critical 
role of extended family members in the rearing of children.  
For Tiana’s mother, parental involvement in school also included developing and 
maintaining relationships with her daughter’s teachers. She affirms: 
“[my mom kept] open line of communication with my teachers… like she knew 
what was happenin’ before I even knew what was happenin’…she’d call in on the 
phone and the teachers sendin’ notes home and just like progress reports. My 
momma was involved. Seriously involved.  
 
 158 
Tiana’s mother wasn’t the only parent engaged at this level. Renee affirms, “my mother, she was 
always involved in anything that had to do with the participating… anything that was going on in 
school she was always there.” Ayana shared similar experiences, and states, “My mother and my 
father, they both were involved with things that were in the school. My dad…he just want you to 
be successful. He just want you to be better than what he was or did.” For these families, 
maintaining a presence in their child’s school was important. Not only did it aid in maintaining 
relationships with teachers, it also demonstrated to their children the value they placed on 
education, teaching their children, from a young age, the importance of schooling.  
Janay, Briana, Leah and Imani also highlight their families’ presence at other school 
activities that weren’t always academic based, such as talent shows, award ceremonies, sporting 
events, field trips and school plays. Janay affirms, “she made it to all my games. She made sure 
we was at school. She had this relationship with our teachers.” Briana states that her family 
wasn’t able to volunteer at school, “but if we had talent shows, or we wanted them to come to 
certain things we were doing, then they’d come…” Confirming that when possible, her parents 
were “involved in almost anything we did in school.” Leah contributes to this by stating “my 
mom came [on] field trips. Imani adds she was, “very pleased the way it was.” Her parents went 
to “school plays, and award shows.”  
Limited parental involvement. Janet, Jazlyn, and Raven are the only mothers to report 
no involvement from their family in their early education. One thing that all these mothers shared 
was their desire of more involvement from their families. When Janet spoke of her family’s 
engagement in her education, for example, expresses, “they weren’t…I just became a hardcore 
individual…I wanted them to be more involved…especially my mother.” She goes onto describe 
why this was important for her, and in attaining her goals. She states, “I also looked for 
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validation from my mother, even though she was the one that was mostly strict and the hardest 
on me.” This lacking familial support played a huge role in her early educational experiences. 
Without it, Janet felt lost and gave up on many of her goals, such as going to college. She asserts, 
“When I didn’t get that encouragement or that motivation, it was just like, so what do I do now?” 
Even though she was accepted to college, she didn’t even bother to go and enroll because she 
didn’t think they would admit her without parental consent. While she eventually attained her 2-
year degree, it wasn’t until she was able to provide that motivation and belief in herself that it’s 
something that she is capable of doing. 
Jazlyn and Raven have similar experiences. For them, their current involvement in their 
children’s lives reflects what they wished they received from their families. Raven affirms, her 
parents attended no meetings, none of that other stuff, and “that’s why “I’m participating more in 
my son’s schooling.” Jazlyn adds to that with, “that’s why I’m doing the opposite. When it 
comes to grades, pickup, being involved, volunteering, I wanna know what’s going on. I wanna 
be a part of it…it pumps her up.” For these mothers, little to no parental support for their 
education showed them how not to be with their children. From these parenting values being 
passed down, whether positive or negative, we see that families are adopting their own practices 
from what they learned from their families. Some mothers who were satisfied with the level of 
engagement from their families used these values as a foundation to build their own style of 
engagement. Other mothers, however, used these intergenerational values to influence what not 
to do with their children.  
Intergenerational Influence on Parental Involvement 
 
The methods in which families are preparing their children for school success presented 
in this section similarly resemble the ways in which the participants described their parenting 
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practices in chapter 5 (i.e. use of educational activities, educational tools, and discussions 
surrounding life skills for success). This illustrates a pattern of engagement amongst these 
families. As mothers are thinking of the ways in which they would like to prepare their children 
for academic success, the roles their families played in their educational trajectory have influence 
on their choices. To demonstrate this, our families discussed how similar their parental 
involvement is to their parents. 
However, the difference seen with these mothers in comparison to what their families did 
in the past is the amount of time they’re dedicating to engaging with their children. Mother’s in 
this study speak about the various challenges their families faced in devoting additional time to 
be directly involved in day-to-day school activities. With the belief that increasing this 
involvement will have greater impacts on their children, these mothers are incorporating 
practices taught by their families to optimize their child’s success in school.  
Increased parental involvement. Mothers presented here are taking the information 
they learned from their families and applying it a way that better suits their family. Imani, for 
example, states that her involvement with Andre is more direct because she only has one child to 
look after, versus her parents having nine kids. Being the youngest of nine children, she often 
thought the needs of her siblings were prioritized over hers. She affirms, “My mama had more 
problems with having teenage sons in high school than daughters in elementary school. So, 
sometimes, maybe she was a little more focus on them because she had to worry about them.” 
While she confirms she believed her parents “did everything they could,” it is hard to manage the 
needs of nine children simultaneously. Therefore, since Andre is her only child, she able to focus 
on his needs more directly. 
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Shanice and Ariana also speak of time commitments as a difference in involvement. 
Shanice, who desired more from her family as far as parental involvement goes, affirms, “I do 
this on a regular basis. My mama did it when she was free or when she had time.” Ariana on the 
other hand, speaks on the fact that her parents also had a large family, 10 children. Even still, she 
finds that they were always there when she needed them. However, because her family is smaller 
in size, she able to contribute more time to assisting Tierra in preparing for school success. Even 
when she’s required to be at work, she ensures that her work is completing, and that importance 
of education is being highlighted. She states, “when I started back working, it was less as far as 
me physically being here…but I would ask questions…I would basically give my mother 
instructions on what to do… sometimes I would have to take the initiative and call and just see 
what’s going on.” 
Shontel, Kara, and Deanna’s aim to be a little better than their families by offering their 
children things they may have desired but weren’t able to receive. Shontel describes this as, “I 
volunteer at the school with him. Even when we’re at the grocery store, [I] try to make it a 
learning experience. I try my best to get all types of free books.” When asked to discuss why it’s 
important to do these things, she affirms, “That’s something I always thought was cute when I 
would watch movies…the parents used to tuck the kids in at night and give them a kiss. I never 
had that, so that’s what I do for my children.”  
Kara adds to this by affirming her parents often had other obligations that limited their 
engagement. To this point, she states “They [worked] more back in the days. I think they were 
dependent more on teachers to teach me than them. Whereas with me, its let me see what your 
teacher is teaching you.”  Deanna follows up on this point, affirming that, “every day, I try to do 
something with her that’s involved with school.” Whereas, her mother was only able to do those 
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things sometimes. Therefore, she describes her involvement as, “a little better” than what her 
parents gave to her.  
Continued cycle of involvement. Only Renee, Janay, and Ayana reported their 
involvement was the same as their parents. Ayana affirms that, “I try to do the same my parents 
did for me.” This includes, “making sure he stay focused and on the right track…he does his 
homework…he know [and] understand what he doing…for him to let me know if he need 
anything.” Renee and Janay who both earlier confirmed their mothers were “involved in 
anything that had to do with school stuff” state similar things. Renee assures that when it comes 
to activities involving Ivana, she’s “always here with anything that have to go on with the 
school.” Similarly, when Janay speaks on her daughter Shanae, she asserts “I makes it here every 
time it’s some [thing] going on. Make sure if they need me to come up here, I’m coming. They 
need me to participate, I’m participating.”  
This illustrates the intergenerational transmission of educational practices among these 
families. Even though some mothers stated their parental involvement is different than what they 
received from their family, mostly what it equated to is the level of involvement. Many of our 
participants’ families had factors that limited their ability to be engaged in their child’s educative 
process the way they desired, (e.g. work, financial obligations, other familial duties) or that 
required more of their time. The value of education was always verbally expressed in these 
families, even when they didn’t have the physical time to donate to task such as volunteering, 
attending meetings, assisting with homework, or general emergent literacy activities.  
Intergenerational Advice Regarding Educational Attainment 
 School success isn’t only influenced by how families are involved in schooling activities. 
The ways in which education is discussed in the home also plays an important role in how 
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children form ideas about school. The advice most given by the participants parents was to “stay 
in school.” Seventeen families reported this is what was most voiced by their families. Others 
were given advice about peer pressure, as well as the importance of doing your best. 
Interestingly, these mothers are giving similar advice to their own children.  
 Education is key. Twelve mothers report the advice they are giving their children about 
school is the exact same advice they were given by their parents. For most of these families, they 
promoted education as a key to success. Therefore, when giving their children advice about 
school, thoughts that they shared included, “you have to do what you have to do. All you have to 
do growing up is go to school.” Imani gives this similar advice to her son Andre by asserting, 
“without education, you have nothing…you have to go to school…you will never get nowhere in 
life if you don’t have some type of education.”  
 Ayana’s family also taught that, “you’re not going to get far if you don’t go to school.” 
This knowledge translating into her teaching her son Neal that, “school is important, you need it. 
I ask them what they want to be, and I let them know that they can’t do it with going to school, 
finishing school, staying in school.” Deanna’s family shared similar advice about education. She 
states, “they told me to finish college. That’s how you gonna get a job, you know, a degree, 
career. When speaking with her daughter Jordynn, she tells her “finish school so you’ll get a 
good job, house, car, money.”  
Yvonne, Shanice, Janay and India’s families all also believed that education was key. 
Yvonne was told by her family to, “To stay in school and you’ll get somewhere in life.” Shanice 
and Janay’s families’ both advised them simply “to go to school” and that they “had to go…that 
was it.” India also affirms she was told, “Stay in school and keep going and you don’t wanna 
drop out because it’ll be hard and just finish school.” Therefore, when it was time for them to 
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pass down advice to their own children, they told them the exact same things. Shanice affirms 
this by stating, “it’s education, the key is education.” Likewise, Janay tell her daughter Shanae, 
“make sure you go to school, do what you gotta do.” 
Work hard to do your best. Other mothers speaking of similarities in advice received 
by their families discussed “being themselves”, “don’t influenced by peers” as well as “don’t be 
afraid to ask for help.” Ebonie’s family told her “stick to my stuff…get good grades…don’t be 
trying to be like the in-crowd.” Similarly, when speaking to her son James, she tells him, “don’t 
try to be like people. You do what you know to do. I tell him to do his homework… I use some 
of the same stuff that was given to me because that’s what I know.” Kara was taught to “focus. If 
I don’t know something, don’t be afraid to ask for help.” She tells Denise “she has to stay in 
school. She has to get up and go to school. You got to focus and participate in school. Let them 
know you are smart.”  
Ariana and Renee’s families both told them, “to do your best and not be afraid to ask if 
you need help, even if it’s something small,” and “you can always [do] anything you put your 
mind to. When it comes to giving advice to their children, Ariana is teaching Tierra to “take your 
time, don’t rush…if you need help, don’t be afraid to ask me. And, just do the best that you can. 
That’s all I expect, and that’s all I tell her.” Renee asserts similar to her parents, she wants to 
teach her daughter Ivana the importance of education. She asserts that, “all you can do is just 
teach them and show them how to do things.” Through her actions, she is showing her the 
benefits of education, and what she can achieve by believing in herself.  
 “Stay on track” and “finish, graduate high school” and “work hard to get good grades” 
were sentiments expressed by Briana, Raven, and Kendra’s family. This influenced what they 
told their children about school. Kendra affirms, for example, that she was greatly influenced by 
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her father’s advice because “he raised four kids by himself… [his advice] definitely helps me 
and motivates me to raise my boys.” Sylvia affirms similarly, advice she was given by her family 
included: 
Pretty much the same advice I’m given my kids. They tell us to stay in it no matter if 
your friends like you…A lot of our friends is ditchin’. They learn how to ditch around 
sophomore year an all that…They would teach us not to follow the crowd because if you 
ditch and a test is comin’ up an you didn’t ditch on that and you didn’t ditch that call and 
now you don’t even know what’s goin’ on so now you gotta go back and ask yo teacha 
for help with this. They just was tellin’ us don’t do certain things like that. 
 
On that same accord, Dinitra was told, “stay in school and don’t let nobody bring you down,” 
and affirms she tells her son Demetri, “stay in school.” This passing of advice from generation to 
generation shows the value that families place on the things they are taught in children. These 
ideas about education has been passed down again and again to ensure that the legacy of 
education continues.  
 Differences in advice given. For the mothers reporting differences in the advice they’re 
giving their children about school versus the advice they received from their families, there was 
still some overlap. These families still conveyed the need for school. “Go to school”, “graduate”, 
and “go to college,” was often expressed by their families. However, mothers expressed that 
there was no explanation given. They often desired more communication from their families to 
better understand why schooling was important, why going and graduating was important. So, 
the difference when they tell their children to “go to school” is that they take their time to be 
more specific and address the importance of school, and what value it can bring to their lives.  
 Janet confirms this. She reports her family simply told her to. “go to school and 
graduate.” But, when she speaks to her children, she’s, “much more specific.” She affirms, “I 
want you to graduate from high school. I want you, if you’re not in the top of the class, I want 
you to have a GPA of 3.2,3.3, 3.4…something with extracurricular activities on your resume.” 
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Jazlyn was also simply told by her family to, “go to school, no explanation.” But she teaches 
Tami that “you gonna get what you get out.” She affirms that school is a “good place to be 
involved and go places…learn… if you just go to school, then you gonna get what get out. If you 
don’t put it in, that’s what you get.” These two mothers are using what they learned from their 
families as a base of knowledge while adding the specifics highlighting the importance of school 
that they wished they received. 
 Similarly, Shontel and Tiana are expanding on what they were taught by their families to 
teach their children the importance of schooling. Tiana, for example, is teaching her sons the 
importance of behaving in school, including regulating their emotions. She states, “I really just 
tell him, be a good boy…listen to your teachers.” She adds that, “try to control his emotions and 
to use his words more. Communicate more.” Shontel asserts that, “It’s somewhat the same but 
my word choice is a little different.” By this she means that, “I’m explaining things to him and 
take it level by level…to keep him trying for his hardest and always try to get the best grade, 
don’t give up, [and] always care.”  
 These four mothers illustrate the influence their families’ advice about schooling had on 
their feelings toward school, as well as how it influenced how they communicated with their 
children about school. While they note that their advice is different, it still contained the base 
knowledge that they acquired from their families. “Go to school” is a popular value, especially 
amongst low income families, as their faith in upward economic mobility is often rooted in 
educational attainment.  
Storytelling as a Means of Encouragement 
For many of these mothers, their families’ involvement was important for providing 
support and motivation in establishing a value in education. But, another key aspect in their 
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schooling was the stories these families shared. Through storytelling, many families were able to 
paint a narrative of their schooling experiences and use it as a means of encouragement. For most 
families, the concept of education was a means to provide a better future for their family. 
Shontel’s family exemplifies this. She affirms, “My grandfather made it a big deal about 
education and gave us examples about if you drop out of high school, you’ll be making this kind 
of money and the rest of your life, you’re going to be working.” When asked what impact this 
had on her opinions about school, she expresses, “It convinced me to finish what I’m starting.” 
For Shontel this made a difference in her educational attainment because she was able to 
complete high school and attain some college. 
Yvonne’s family told similar stories. She affirms her family assured her she, “Need[s] 
education to get a good job and you make more money when you have a good education.” 
Deanna’s family also told her to “finish school, so you’ll get a good job, house, car, money.” 
These families concept of education was to secure upward mobility through job security, home 
ownership, and savings.  
Stories from some families provided excitement about school. Sylvia’s family, for 
example, told such exciting stories about interactions with peers, and what to generally expect 
that she looked forward to progressing in school, and going off to college. She states: 
We was excited. We thought it was funny half the time we’ll be laughin’ at some 
of the stories ‘cause they’ll tell us good stories. They never really told us bad 
stories, so I don’t know if they had bad stories or not. But, all we heard was the 
good stories, so we were excited to go to college… They told us we switch from 
class to class, we don’t stay in the same classroom no mo’ when we get to high 
school. They told us we have our own lunch… we gotta whole period for lunch. 
Some of the campuses let them go off the campus for lunch. So, we was excited to 
get there. We just felt like high school is more freedom and then when we got to 




 Imani’s family told stories that allowed her to understand that education is a privilege, 
and to always take advantage of it. She confirms, “My mother always told me a story about one 
of her brothers…my uncle was the only black child in his school because they grew up in 
Mississippi.” From this she learned that, “you need to do what you need to do” in order to 
achieve the things that you want. Kara’s family shared similar stories. She learned, “you have to 
get your education.” Because her parents didn’t finish school, they stressed its importance for 
her. As a result, she strived to "get all the education that she could.”  
 Renee learned similar lessons as Imani and Kara. Her family told stories about 
experiences she would go through, and not to allow them to deter her. She states, her family 
affirmed it, “wasn’t gonna be a breeze. You gonna have the times where you have other people 
that’s gonna pick with you and bother you. But, you cannot let that get you off focus of what 
you’re trying to do…and what you’re trying to do is succeed.” Ayana was also motivated by her 
families’ stories. She affirms, “it made me wanna keep going…you know your parents expect 
something from you [and] you wanna make them happy…it makes you wanna keep going and 
try to get as far as possible.”  
 Tiana, on the other hand, received anecdotes from her mother about how her grandmother 
was engaged in her mother’s schooling. She states, “My mom would just give us little anecdotes 
about how my grandmother was with them in... basically when my grandmother wasn’t at work, 
she was at the school.” This for Tiana confirmed the importance of education and demonstrated 
parental investments across generations. Her grandmother taught her mother the importance of 
being an active parent, who then taught Tiana, and now Tiana shares that same knowledge with 
her sons.  
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 Some families didn’t tell stories but would provide insight to their children now that they 
have their own kids. Ariana’s mother, for instance, would make comparisons to illustrate points. 
She confirms when her mother has conversations with her about getting Tierra ready for school, 
she would:  
Compare herself with the way we are with our children. She would say ‘I had ten 
of you guys, there’s no way you should be late for school with your kids because 
if I can get you guys up, make you breakfast, have your uniforms ironed, and 
sometimes we were on the bus and still make it on time. You have two children, 
you have one child, you shouldn’t be late.’ 
 
 The purpose of telling stories is to provide insight into the history of educational 
attainment across generations. When families tell their children stories, it confirms the 
importance of school success. For most of the moms in this study, when their families talked to 
them about their experiences in school, it not only prepared them for what to expect, but also 
provided encouragement. These stories were validation that educational success is possible, and 
that they are able to overcome any barriers that may impose on their academic success.  
Summary 
Family practices regarding educational attainment, including the ways in which families 
speak and engage their children at-home and in the school are often transmitted from generation 
to generation. This belief in education as a gateway to success persists as a salient family value 
as for many of them, it is the only perceived way to escape the desolation in their environments 
(Johnston, Bailey, and Wilson, 2014). Therefore, families are teaching their children to cope with 
the stressors in their neighborhoods by instilling the belief that they can overcome these 
conditions by being successful in school (Johnston, Bailey, and Wilson, 2014). As highlighted by 
these families in previous chapters, this success begins in kindergarten, as it is the foundation of 
their educational career. 
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Regarding intergenerational involvement from these families, the majority of families 
reported their parents participated in activities such as, reading together, flashcards, times tables, 
and book reports), supervising field trips, communicating frequently with teachers/ educational 
professionals, and dropping off and picking up from school. The second most popular form of 
family involvement was homework assistance. Other activities, such as volunteering on parent 
committees and attended other school related functions concluded the various ways in which 
these families were involved with children’s education. 
This greatly influenced the ways in which most of our mothers reported their 
involvement with their own children, including the advice they are passing down. However, 
there were some families who expressed growing up, there was zero involvement from their 
families. For Jazlyn, Raven, and Janet, this disengagement only showed them what they didn’t 
want to be for their children. The lack of support they received from their families encouraged 
them to be more involved with their own children.  
The strength in these families, however, is their ability to transmit positive ideas about 
education across generations, even if they themselves were not successful in school. Through 
storytelling and sharing their individual experiences about school with their children, families are 
not only teaching them the importance of school. But, they are also preparing them for things 
they may experience, such as being challenged in the classroom. However, through these stories, 
they confirm that it’s always alright to ask questions, it’s always alright to be yourself, and it’s 
always alright to say no to peer pressure. This understanding that school isn’t just academic, but 
the socioemotional preparedness to interact successful with their peers and function in the 
classroom is vital for success and speaks to the resilience of these families.  
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While a lot literature regarding multigenerational theory and low-income Black families 
only speaks to the assertion that there is a culture of poverty in Black urban America, in which 
individual beliefs and behaviors are perpetuated from generation to generation through 
manifestation in the children. The benefit of this chapter is that it highlights the positive skills of 
adaption that are also intergenerational. A key aspect of resilience is understanding that it is a 
continuous process, in which families are constantly adapting to their environmental conditions. 
This is illustrated though the experiences of these families, and their ability to pass down to their 
children the value of education that they learned from their parents.
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CHAPTER 8: NEIGHBORHOOD RESOURCES THAT PROMOTE SCHOOL 
READINESS 
 
“It Takes A Village” 
 
Within high-risk, low-income neighborhoods, a large issue that faces Black families is 
the availability and accessibility of resources to support the development of their young children. 
Research on neighborhood resource theory speaks to the consequences of limited resources and 
supports, including social isolation and lack of key social networks. When families don’t have 
places where they can ask questions, or places where they can get the needed tools to support 
their children’s academic and socioemotional growth and development, it risks their optimal 
academic, social, and psychological wellbeing.  
In order to better understand how Black families, prepare their children for school 
success even though they live in disadvantaged neighborhoods, we will review how they identify 
and utilize their neighborhood’s resources. The first part of this chapter will identify the 
resources perceived by mothers in their neighborhoods. Secondly, this chapter will discuss how, 
if at all, these mothers are utilizing the resources they identified. Lastly, this chapter will 
specifically focus on Head Start as a neighborhood resource to better understand how families 
benefit from enrollment in head start programming before transitioning to kindergarten. This 
chapter will conclude with a discussion on the importance of neighborhood resources for 
families.  
Perceived Availability and Utilization of Neighborhood Resources  
In the chapters leading up to this, we have discussed how families define school 
readiness, what they are doing to prepare for kindergarten, including who is assisting in this 
process, as well as the various ways they have learned these strategies. This chapter, therefore, 
will discuss where families are finding the resources to engage their children, including how they
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identify and utilize resources within their neighborhood. To gain this understanding, the 
following questions were asked: 
1) What are the resources that your neighborhood has to help parents and children 
get ready for kindergarten? 
2) When you have questions about sending your child to kindergarten, who do you 
talk to? 
3) Give an example of when you asked someone a question about your child starting 
kindergarten. What did they tell you? Based on that information you learned from 
them, how did you use this advice with your child? 
4) Where do you go in the neighborhood when you have questions about getting 
your child ready for school?  
5) Give an example of the times you went or will go somewhere in the neighborhood 
to get help with a question about kindergarten. What did they tell you? Based on 
the information that you learned, how did you use this advice with your child? 
From this analysis, various themes emerged. Mothers were able to identify the resources 
they perceived to be available in their neighborhoods. However, this did not guarantee that these 
were resources that they were individually using to prepare their children for kindergarten. 
Below the findings from this analysis are presented. 
Perceived Neighborhood Resources 
 When mothers were asked to speak on what resources they believe are available in their 
neighborhoods to prepare their children for kindergarten, they only reported two sources of 
information, 1) the library (n=14) and 2) their child’s school (n=4). Additionally, 6 mothers 
reported they’re unaware of any resources that exist within their neighborhoods. However, it’s 
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important to note that this isn’t an indication of what resources families are using, as will be 
discussed later. Rather, this analysis highlights what families observe in their neighborhoods that 
can potentially aid in preparing their child for school (see Table 28).  




Library Child’s School Don't Know 
Ariana(Tierra) X     
Ayana (Neal) X     
Briana (Will)     X 
Deanna (Jordynn)     X 
Dinitra (Demetri) X     
Ebonie (James) X     
Imani (Andre) X     
India (Mia) X X   
Janay (Shanae)     X 
Janet (Deidre) X     
Jazlyn (Tami) X     
Kara (Denise) X     
Kendra (Troy) X     
Leah (Abdul)     X 
Raven Michael) X     
Renee (Ivana)     X 
Shanice (Jamal) X     
Shontel (Howard)   X   
Sylvia (Ashlee) X X   
Tiana (Dwight & 
Duane) 
X     
Yvonne (Chris)     X 
Total 14 4 6 
 
Library. Fourteen mothers highlight the presence of a local library in their 
neighborhood. While Tiana doesn’t have a library card, she affirms that the neighborhood, “does 
have a library.” Ebonie agrees that, “just the library. That’s the only thing that’s over there.” 
Additionally, Janet and Ayana assert, “there is a library over there…” and Kara adds, “we have a 
[library] around here.” However, they didn’t mention what services the library has for 
preschoolers and kindergartners, suggesting that they’re unsure.  
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Other mothers speak on the specific programs offered by their local libraries that can 
assist children in their transition to kindergarten. Dinitra affirms, “the library [has] little 
programs… summer reading programs [and] stuff like that.” Kendra follows up on this, 
confirming that, “the library, I would say definitely [has] summer programs. I feel they help 
prepare the kids for kindergarten.” Raven also avows the “libraries have everything a real school 
has,” including “a summer program.” In addition to the summer program, Jazlyn confirms the 
library also has, “after school programs [and] day camp.”  
Imani also highlights that the library offers, “story time,” for preschool and 
kindergartners. India adds, “They have meetings and stuff to get them ready.” Ariana also speaks 
to the library as a neighborhood resource. She affirms, “if you have any homework and research 
that you have to do, they’re open. And even if you don’t have a library card, if you have your ID, 
that’s just as good.” Shanice, adds the library has resources that make children ask questions, 
including “history books…and movies,” as well as “parenting classes.” 
When probed, Sylvia affirms that “there is a library,” but she’s unsure about whether or 
not they have programs that are specific to kindergarten readiness. However, she does highlight 
that, “the library, they feed kids. They give them lunches and stuff.” Which illustrates another 
important aspect of readiness, nourishment.  
For these mothers, while not all are aware of what resources are being offered or the 
ways in which the library can aid in their child’s readiness for kindergarten, they know that it’s a 
tool that’s accessible if needed. The perceived availability of this resource in the neighborhood 
can be a sense of comfort for families to know that in moments of need, if they cannot go 
anywhere else, at least there is some type of service that is available.  
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Child’s school. 4 mothers believe their child’s school is a resource for information as 
they prepare them for the transition to kindergarten. When asked to discuss the resources in her 
neighborhood, Sylvia asserts, “nothing besides [this school] …no other place around here that I 
know of.” Similarly, Shontel states, “this neighborhood, nothing,” when reflecting on 
neighborhood resources to help prepare children for school. She goes onto say, “If you don’t get 
it from the school, there’s no resources, no flyers, there’s nothing. There’s no resources, there’s 
nothing…nothing.” For these two mothers, the only option they believe is viable in supporting 
their child’s transition to kindergarten is their current school. Outside of that, their belief is that 
there is nothing else. 
Janet also agrees that the school is a great resource. She affirms, “the school would give 
us some information as far as like what after school programs are gonna be available.” 
Subsequently, India also affirms that, “there are meetings and stuff…sometimes at the school.” 
With the belief that their child’s current educational institution is the only viable resource for 
information within their neighborhood, it is reassuring for these mothers to know that at least 
there is a place they can go to ask questions if needed. While their neighborhoods don’t have 
many resources, knowing they could be supported through at least one neighborhood entity can 
aid these families in preparing their children for success.  
Mothers unaware of neighborhood resources. When asked what resources were 
available to assist their children in preparing for school readiness, six mothers were unable to 
identify any resources in their neighborhood they would utilize to aid in preparing their children 
for the transition to kindergarten. Leah, when probed about resources, was asked if she knew of a 
library, responded with, “I don’t know. I don’t really.” Similarly, Briana asserted, “I don’t even 
think the library. I don’t know. I don’t know.” When Kendra was asked about the library, and if 
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they offered any school readiness resources, she responded, “I don’t know ‘cause I never 
checked.” When asked if she’s aware of any of sources, she affirms, “I don’t know ‘cause I’ve 
never been nowhere.” 
Similarly, Renee is also unaware of neighborhood resources. She states, “I don’t know no 
activities or programs they have in this neighborhood.” In reference to resources like the library, 
she asserts, she doesn’t know if they offer programs or if it would be useful for families because 
she, “hasn’t went there.” Janay also avows in regard to school readiness resources, including 
programs and activities, they are “Not in the neighborhood I’m in.” She continues onto say that, 
“I haven’t seen no libraries,” and “don’t know,” what type of resources they would be able to 
offer to families.  
Deanna, who has lived in Lincoln Heights for nearly three years is also unaware of what 
resources may be available in the neighborhood for families. She affirms there are, “none that I 
know of,” and that she “wouldn’t know” if there was a library or what they would be able to 
offer families as their children transition from preschool to kindergarten. While there are 
resources that can be used by these families, the perception that they have formed of their 
neighborhood is otherwise. Therefore, they may very well miss out on enriching opportunities 
that can aid in preparing their children for school simply because they don’t know where they 
can go, or even harvest the belief that there are resources in their neighborhood that can be 
beneficial.  
Neighborhood Resources Being Utilized by Families  
 In this analysis we sought to understand where families were getting information in 
relation to school readiness, including who they asked questions, or what places they would go 
for support. From this analysis, 4 sources of information emerged: 1) preschool teachers/ school 
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support (n=20), 2) family/ friends (n=9), 3) libraries (n=3), and 4) other community entities/ 
resources (n=1) (see Table 29).  











Ariana(Tierra) X     X 
Ayana (Neal) X       
Briana (Will) X       
Deanna 
(Jordynn) 
X       
Dinitra 
(Demetri) 
X       
Ebonie (James) X X X   
Imani (Andre) X X     
India (Mia) X X     
Janay (Shanae) X       
Janet (Deidre) X X     
Jazlyn (Tami) X X X   
Kara (Denise) X       
Kendra (Troy)   X     
Leah (Abdul) X X     
Raven Michael) X       
Renee (Ivana) X       
Shanice (Jamal) X   X    
Shontel 
(Howard) 
X       
Sylvia (Ashlee) X X     
Tiana (Dwight 
& Duane) 
X X     
Yvonne (Chris) X       
Total 20 9 3 1 
 
 Preschool teachers/ school support. Twenty mothers are utilizing their child’s teacher 
or other school support personnel to ask school readiness related questions. Ayana asserts that if 
she had questions, “she would start at the school, because outside of that resource, she “don’t 
know where else I would start to ask questions.” Specifically, she affirms that she received 
“suggestions on schools that’d be a better fit” for Neal. Similarly, Dinitra, when asked where she 
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goes in the neighborhood to get support with Demetri affirmed, “the school. Can’t go nowhere 
else.” Specifically, she’s asking questions about the skills and abilities he would need to be 
successful in kindergarten, hoping that “the teachers and family support” staff are able to provide 
information to promote school readiness. 
India, “most of the time” is speaking “to the teacher,” about “whatever comes to mind” as 
she’s preparing Mia for kindergarten. Jazlyn confirms she gets school readiness information 
from the “teachers at the school” because she believes “they inform you of a lot of stuff.” Janet 
received “a list of schools” from Deidre’s teachers that could potential serve as a good school 
choice for kindergarten. 
Sylvia speaks with “the teachers that’s helping with site words and stuff.” Specifically, 
she’s asking questions about kindergarten expectations. She affirms, “I asked them, ‘what does 
she need to know. What are they expecting? What are kindergarten teachers expecting for her to 
know when she gets to kindergarten?” When she received this feedback from the teachers, she 
was able to work on the specific things that would ensure Ashlee was prepared for kindergarten.  
Ariana received information from teachers on selecting schools. She affirms, “they 
informed me the importance of getting on it because a lot of schools are accepting applications. 
It’s not something to procrastinate on.” Additionally, they gave her kindergarten program 
information by, “[letting] me know about the tour they were having coming up.” From Ivana’s 
teacher, Renee also received information on school choice. She asserts, “I was trying to get her 
in the school before the school fair had come, and she was telling me what’s the closest school 
that she would think was the best.” Shanice also received information on “the best school…to get 
Jamal all the help he need.”   
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Likewise, Leah “talks to some teachers,” at her son’s preschool about school choice, fit, 
and whether some policies are too strict. When discussing specific ways, they have aided in 
preparing Abdul for kindergarten. She affirms, “they told me his school is a really good 
school...” because she was considering a different option, as she wondered whether their policies 
were too strict (i.e. detention for lateness and wearing certain colors). She was told, “what’s so 
hard about getting up an hour early, it’s like a job. If you want the best for your child, do what 
you have to do.” Leah affirms that these conversations put things into perspective for her and 
helped her understand that even though it was a sacrifice, this kindergarten program would be 
extremely beneficial for her son. 
Yvonne receives school readiness information from teachers, but also other support staff. 
She affirms, “I talked to his disability manager about Chris going to kindergarten and having a 
paraprofessional with him at all times.” As Chris has additional needs that may not be relevant to 
other families, having a place where she can go to ask questions and get clarity about his needs 
prior to entering a kindergarten program is essential for Yvonne.  
Briana relies on “his teacher [and] the school for school readiness information for Will. 
Mainly, she is inquiring about school year information, such as, “when the school year starts 
[and] ends.” She goes onto affirm that, “Mariette Meyer helped me out all the way. They’re like 
parents to the children here,” by assisting with selecting a kindergarten program that would be a 
good fit for Will.  
For Ebonie, information from James’s teachers and guidance counselors has provided her 
with “information like activities and things [he] could learn.” This has been useful to complete 
activities together, such as “writing out his name, and letting him trace it or working on 
flashcards…introducing him to stuff in a fun way.”  
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Teachers and support counselors provide Kara with school readiness information. She 
affirms that, “if they can’t answer the question, [they] find out for and give me the information.”  
She goes onto describe that they specifically, “give me some examples of what I need to focus on 
with her, as far as her colors, shapes. They gave me the package [to] let her do it on her own.”  
Raven has conversed with “all three of the teachers and family support” regarding 
Michael’s preparedness for kindergarten. She asserts that they’ve told her tips to “make lesson 
plans [more] fun.” Subsequently, they’ve given her advice to aid in ensuring he’s fully prepared 
for the transition to kindergarten. Teachers and family support staff are also providing Tiana with 
school readiness information. She affirms, they aid in providing insight on what to expect in 
kindergarten. Knowing how to “just assure [your children]. Just be open and just caring parent 
because it’s like different, it’s a whole new world for them as far as kindergarten goes.”    
Shontel gets school readiness information from teachers as well as support staff. She 
states Howard’s teachers are “always asking checking on the progress to see where he’s at, [and] 
throwing out ideas of what we could do.” Subsequently, she indicates the language specialist is 
also “encouraging” and affirming that Howard is ready to excel in kindergarten. She provides 
tools to “make sure he’s challenged,” so that he can continue to meet expectations.  
 While Deanna affirms she doesn’t have any school readiness questions she needs 
addressing, when she does need services or support, she speaks with “Jordynn’s counselor from 
the support service.” Imani affirms that, “if I have some questions or concerns, I go talk to my 
family support person.” Janay affirms that when she has a question, she goes and talks to “the 
support people,” which include Shanae’s teachers.  
 These families are getting information from teachers, and other school support personnel, 
including counselors, family workers, and language/ paraprofessional support specialist to ensure 
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that their children has the skills and abilities they need to be successful in school. For some of 
these families, outside of their child’s school, they have no other place they can ask these 
questions.  
Family and friends. Nine mothers are relying on their family and friends to provide 
information to prepare their children for kindergarten. India confirms that when she has 
questions about getting Mia ready for kindergarten, she, “don’t go nowhere in this 
neighborhood,” instead she’ll call, “my mama or my grandmother.” Kendra shares similar 
sentiments. She affirms, “nowhere in the neighborhood.” Rather, “I talk to my sister…she has 
my nephew [who’s] seven. So, I just want to get some input on how he was and what to expect 
for kindergarten.” Leah, when asked the same question responded similarly with, “where I go in 
the neighborhood? Nowhere. I usually call my mom or my friend.” For these mothers, they 
didn’t value or believe their neighborhoods had the proper tools to address their needs, and thus 
turned to their family and friends who they know had previous experience to answer any 
questions they had. 
Ebonie is also “going to [her] mom,” with school readiness related questions. 
Specifically, she asked her to “help me find him a school.” She was confident in her mother’s 
recommendations because she believed she had James’ needs and interest in mind when 
recommending programs that would be a good fit for him. Imani confirms that she speaks with 
both her mother and Andre’s paternal grandmother in regard to getting him ready for 
kindergarten. She states, “I can call her and ask her questions, and she have any type of opinion, 
or she remember what she went through with her girls.” This is useful advice because, again, it’s 
coming from individuals that she trusts.  
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Janet affirms that, “if me and her dad aren’t discussing it, I would talk to my mother,” 
when she has questions about getting Deirdre ready for kindergarten. Jazlyn is also speaking 
with “family members.” She affirms that in addition to kindergarten success, she’s asking 
“questions in general.” Some family members “have kids that are older and like preteens.” 
Through these conversations, she’s able to reflect on her “techniques,” and address whether, “I 
can handle it this way or will handling it this way” be more beneficial for her daughter.  
Tiana asks her “sister-in-law” school readiness questions because “she has a daughter 
that’s in second grade, so she has that experience.” So, when needed, she, “[tries] to talk to a lot 
of people that already been through what I’m actually going in to and going through. So, I can 
get a lil’ insight.” Likewise, Sylvia is asking her “mom,” and “friends whose kids are already in 
kindergarten.” for her this is beneficial because, she gets to, “ask them questions about what do 
they do, how did they go about picking the schools, stuff like that.” For these mothers, it’s useful 
to gain insight from family members and friends who have gone or are currently going through 
the same process as them. Overall, family and friends are serving as supports for families when 
there’s “nowhere to go” in the neighborhood to get needed resources or ask key questions.  
Libraries. Three mothers are going to the library to participate in activities and services 
that aid in preparing their children for kindergarten. Ebonie affirms this by stating, “I can go to 
the library [that’s] right up the street.” She asserts, “I actually have gone there,” to utilize school 
readiness resources they have, such as, “this educational resource book that I printed copies out 
of.” She goes onto affirm that this resource book aids in “tracing the ABCs, connecting the dots, 
find the match [or] the differences or something like that.” For Ebonie, the local library serves as 
a resource where she can, “just go in there and look for activities for him to do.” Subsequently, 
the librarians have also assisted her in locating, “online activities that he can do.”  
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Shanice not only affirms the presence of a library in her neighborhood, but also speaks to 
her experiences of taking Jamal with her. She states, “I take him to libraries with me.” This 
experience in itself, she believes, aids in his kindergarten preparation by exposing him to new 
experiences as well as opportunities to learn and grow by asking questions. She states, “he is 
amazed,” and asks questions like, “what’s this… and I see he’s very active when it comes to 
history books.” For Jamal, this experience aids in generating a love for both reading and history.  
Similarly, Jazlyn is using her local library to aid in preparing Tami for kindergarten. She 
states, “at the library, they have the board with the brochures and the papers and stuff…they have 
the parenting book. They have the events or anything that’s going on parent book…I think it’s 
called ‘Baby Talk’.” Through these resources, Jazlyn affirms, she is offering a combination of 
educational resources and cultural competency skills that aid in Tami’s academic and 
socioemotional development. In addition to this, Jazlyn also confirms the library, “got a small 
part that has these grey big blocks, and kids are building them…they stack them up high and 
sometimes they sit in them like they’re in a castle. It’s like they going into their little fantasy.” 
This type of complex play is beneficial for children as it aids in the development of key skills as 
they prepare for the transition to kindergarten.  
Other community entities/ resources. Outside of the identified neighborhood resources, 
Ariana reported that her church provides, “school supplies that can be a major help for parents 
that may not have the finances but have to make the finances to have their children ready [for 
school] as far as books, pencils, [and] book bags… they know that it makes a big difference for a 
lot of parents. Not only are these resources beneficial for her, but she also gets peace of mind 
through her membership. She affirms that this aids in her preparing Tierra for kindergarten 
because it helps with, “not worrying about the future. Just take one day at a time…as far as any 
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worries or anxieties you may have about that change and the things she may be exposed to the 
further along she goes into school.” Therefore, when Ariana has questions about getting Tierra 
prepared for school, her church is a place she goes to ask questions.  
This analysis reveals that while many mothers aren’t able to identify what resources may 
exist in their neighborhoods when asked to verbally describe them, they are still using a variety 
of sources to prepare their children for kindergarten. As will be discussed in later sections, 
mothers are mainly using their supports at school, including the child’s preschool teachers, and 
other school support such as family workers/ support, to aid in addressing school readiness 
concerns, including school choice, academic preparations, and socioemotional development 
needs.  
Head Start as A Neighborhood Resource 
 
As previously illustrated, besides the library, the only other place within the 
neighborhood that mothers identify as a resource for preparing their child for school entry is their 
Head Start program. Within the state of Illinois, Head Start serves over 41,000 children, with 80 
operational programs. We also know that of these families, Black children are the ones to benefit 
most from this program, with nearly 50% of families identifying as Black. Therefore, it is no 
surprise that this was one of the only resources these families often relied on for information 
pertaining to kindergarten readiness and tools for school success. Therefore, to better understand 
how Head Start serves as a neighborhood resource for these families, we asked the following 
questions: 
1) On a scale from 1-10, how well would you say Mariette Myer prepared your child 
for kindergarten? Why did you choose that score? 
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2) What have been some of the positive ways that Mariette Myer prepared your child 
for kindergarten?  
3) What are the things that you would change about how Mariette Myer prepared 
your child for kindergarten? 
From this analysis, it was revealed that all of the mothers had positive feelings toward the 
Mariette Myer Head Start Program (n=21). In regard to how prepared their children were for 
kindergarten after participation in their program, seven mothers gave a score of 9, thirteen 
mothers gave a perfect score of 10, and one mother, Tiana, gave a 10+ rating. (see table 30).  




9-Rating 10-Rating 10 Plus-Rating 
Ariana(Tierra)   X   
Ayana (Neal)   X   
Briana (Will)   X   
Deanna (Jordynn)   X   
Dinitra (Demetri)   X   
Ebonie (James)   X   
Imani (Andre)   X   
India (Mia) X     
Janay (Shanae) X     
Janet (Deidre) X     
Jazlyn (Tami) X     
Kara (Denise) X     
Kendra (Troy)   X   
Leah (Abdul)   X   
Raven Michael)   X   
Renee (Ivana)   X   
Shanice (Jamal)   X   
Shontel (Howard) X     
Sylvia (Ashlee)   X   
Tiana (Dwight & 
Duane) 
    X 
Yvonne (Chris) X     
Total 7 13 1 
 
Ten-Plus Rating  
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Tiana is the only mother to give a ten plus rating. On a scale of 1-10, she gave Mariette 
Myer a rating of an eleven for both her sons Dwight and Duane. Her reasoning for the score is 
because she truly believes in the value of the program. Not only did they improve their basic 
academic abilities, but also focused on improving their social skills. She affirms, “They really 
work close in [the] classroom.” For one son, they worked to rectify his toilet training challenges 
and aid in regulating his emotions and behaviors. Meanwhile, for her other child, they have aided 
in addressing his challenges is effectively communicating.  
She asserts that, when needed, “we would have a parent teacher conference and they will 
let me know like, ‘Tiana, these are some of the strengths. Well okay, this is another thing we 
need to work on. Just keep up the good work on this but these are some of the weaknesses.” For 
this, Tiana declares she, “love this school so much,” due to their willingness to work directly 
with families to address the needs of the children and ensure they’re on track for success.  
Ten Rating  
Thirteen mothers gave Mariette Myer a perfect score in regard to preparing their children 
for kindergarten success. Ebonie affirmed her rating was simply because Mariette Myer is 
“good” and describes that they not only focus on nominal knowledge and emergent literacy, but 
also social skill development, as well as improving fine motor and gross motor skills. Deanna 
affirms this by stating, “they do everything that they supposed to do to keep the kids on the right 
track.” 
Raven speaks to this point when discussing the growth in her son Michael. She affirms, 
“before he got here, he wasn’t on track like he supposed to been. But now as he’s approaching 
kindergarten, he’s getting more and more on track.” Through increasing his knowledge and 
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abilities, Demetri is now more prepared to do well in kindergarten compared to when he first 
entered his Head Start program.  
For many mothers, keeping their child “on track” for kindergarten success included 
increasing their child’s general knowledge, skills, and abilities. Dinitra, Ayana and Renee all 
spoke generally about this. For Dinitra, she believes that her son Demetri, “knows so much to be 
five years old.” She believes that the Mariette Myer program is partly responsible for this 
because, she, “knows some five-year olds who don’t even know half of the things Demetri 
knows.”  
Ayana chose a rating of a ten due to her satisfaction with how Neal is being prepared for 
kindergarten success. She describes that, “they’re doing very, very well with getting him 
prepared and handlin’ him…makin’ sure that he’s prepared for kindergarten.” For this family, 
this meant additional testing to ensure that Neal was on track, all of which was provided by the 
program. Therefore, any additional assistance that Neal may have needed, including additional 
supports and encouragement, to be ready to enter and succeed in kindergarten was provided to 
prior to primary school enrollment.  
Similarly, Renee gives Ivana a ten rating because through participation in Mariette Myer, 
she has learned a lot. She confirms, “she’s been here since last year and she able to put words in 
a correct sentence.” Renee asserts that prior to enrollment in Mariette Myer, Ivana “would 
talk…but now she knows how to put things together.” This is an important skill to attain because 
now she is able to express herself more clearly.  
For Leah, this increase in knowledge was illustrated through Abdul’s continued success 
in the kindergarten transition class. For students anticipating graduating from the program, 
they’re placed in a class with similar students who are engaged in more skills and abilities 
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relevant to kindergarten success. And while he’s only been in the class for four weeks, Leah 
affirms, “the teachers sent home report and stuff every day, and they say he have good behavior 
and doing excellent.” 
Sylvia asserts that Ashlee has acquired not only emergent literacy skills from Mariette 
Myer, but also is introduced to educational tools, such as using technology to complete 
assignments, and completing worksheets. She states, “they send her home with worksheets that 
they got off the computer. They have to write they name every day, so that’s helping them learn 
they name.” 
Briana, however, has had older children in the program who have demonstrated similar 
behaviors as Abdul once graduating from Mariette Myer and moving onto kindergarten and 
beyond. Therefore, Briana gave them a ten rating because, “my oldest went here and it was a 
great program for me [and] for her.”  
Shanice, however, had a different experience that the other families. As she had lost 
custody of her son for a few months, becoming engaged at the Mariette Myer program was 
initially challenging for her. But, she chose to give them a ten rating because, she believes they 
work with families very well, especially those with challenging situations, to best benefit the 
child. She affirms, “I’ve had a hectic time with them before as far as me getting him back…so 
now that I am more interactive with the school and the teachers and getting to know more, and 
what it’s about, it has brought him a long way.”  
These thirteen families gave Mariette Myer a perfect score because they believed it was 
just what their child needed to be “on track” for kindergarten success. While some families 
discussed the importance of reinforcing the development of nominal knowledge and emergent 
literacy, other families wanted to see development in other areas. Overall, each of these mothers 
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indicated a substantial amount of growth in their child upon entering the program that will enable 
them to be successful once they enter kindergarten.  
Nine Rating  
 Seven mothers gave Mariette Myer a nine on a scale of 1-10 on the schools' success in 
preparing their child for kindergarten. For these families, their high rating was due to their belief 
that the skills and abilities that are most important to their child’s success in kindergarten were 
nearly met. India, for example, gave Mariette Myer a nine because her daughter, “was prepared a 
little bit before she got there,” but after some time in the program, she believes Mia is “fully 
prepared” for kindergarten success.  
 Yvonne also affirms that Mariette Myer “prepared Chris a lot.” She goes onto state that 
through participation in this head start program, “he startin’ to talk a lil bit more and follow 
directions. He kinda’ getting’ it and stuff like that…letters…numbers, he’s got that down too.” 
Through this program, Chris not only increased his nominal knowledge. But also, increased his 
social skill development.  
 Shontel, Janay, and Jazlyn also highlight their child’s increase in knowledge through 
participation in Mariette Myer. Shontel affirms the nominal knowledge and emergent literacy 
skills Howard acquired. She states, “they’ve been spending more time with math and writing, 
reading stories…I really noticed around February the whole math and everything coming up 
really, really strong.” 
 Similarly, Janay affirms Shanae has also acquired nominal knowledge and emergent 
literacy skills, such as her ABCs, and learning how to write her name. She states, “Since she 
done came here, she done learnt. She done had four teachers so far, and all of them taught her 
something.” When asked to speak specifically about the things Shanae has learned Janay affirms, 
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“her coming home writing her name…now she write the whole name. and they send her home 
with little packers with her ABCs on them where she trace them and stuff.” 
 Likewise, Jazlyn gave a nine rating because she believes “Tami really has learned a lot 
within a year. A whole lot.” One of the biggest attributes about the structured classroom 
environment of a head start program according to Jazlyn is that the children learn a routine. She 
asserts, “When you come here, everything is a routine, so that’s why it brought more out of 
her…here it means more…plus you are around other kids, it plays a role too.” Jazlyn goes onto 
affirm that establishing a routine is important because, “I think that she understand rules better, 
she apples them better.”  
 Kara gave a rating of nine because she believes Mariette Myer is “doing a pretty good 
job” preparing Denise for kindergarten. While her child has only been enrolled in the program 
for 6 months, she confirms, “they surprised me [because] they don’t stick to one thing. They 
keep rising, doing different things.” When asked to describe what this means, she describes that, 
they use “different techniques with her and other kids.” One technique, which is utilized to teach 
the kids how to tie their shoes, aided Denise in learning how to tie her shoes on her own.  
Lastly, Janet gave a rating of nine because she enjoys how the program works with 
families in order to benefit the child, including maintaining communication between parents and 
classroom teachers. She states, “they’re always keepin’ the parents informed…they do reach out 
to us. They do keep is informed of the child’s behavior, what [they’re] learning. They give you a 
plan to show what they’re teaching.” Janet continues onto state that she believes the teachers at 
Mariette Myer, “are really, really good at what they do. Really good at what they do.” 
For these families, Head Start served as a resource that instilled not only the nominal 
knowledge and emergent literacy skills students would need to be successful in school, but also 
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fostered the development of socioemotional skills that students would need to function in the 
classroom. While a nine rating indicates that there is room for growth, overall these families 
were expected about the changes in their children’s learning and development that was achieved 
through their Head Start schooling.  
Positive Benefits of Enrollment in A Head Start Program 
 When asked to discuss the positive ways that Mariette Meyer contributed to their child’s 
readiness for kindergarten, mothers responded with praise of the program for its supportive 
environment, including the use of educational tools and activities, and supportive teachers that 
care about the well-being and overall development of their children (see Table 31). 
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Ariana(Tierra) X         
Ayana (Neal) X         
Briana (Will) X         
Deanna (Jordynn)       X   
Dinitra (Demetri)           
Ebonie (James)     X X   
Imani (Andre)       X   
India (Mia) X         
Janay (Shanae)   X       
Janet (Deidre)         X 
Jazlyn (Tami)         X 
Kara (Denise)   X       
Kendra (Troy)     X     
Leah (Abdul) X X       
Raven Michael)   X       
Renee (Ivana) X         
Shanice (Jamal) X         
Shontel (Howard) X         
Sylvia (Ashlee) X   X     
Tiana (Dwight & 
Duane) 
        X 
Yvonne (Chris)     X     
Total 9 4 4 3 3 
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Supportive teachers. Nine mothers specifically spoke of the ways Mariette Meyer 
provided a supportive environment that encouraged and supported growth in their children. This 
includes the conversations teachers had with students day-to-day to encourage their learning and 
growth. Renee, Ayana, Shanice, and India spoke generally of the support the teachers provided 
their children with, and how it contributed to their success in school. Renee, for example, says, “I 
think everything that they have taught her [has] been positive.” Ayana expands on this point by 
adding, “I really haven’t seen too much of negative. They encourage him to do better and to stay 
focused. They do support him no matter what his needs are. They always support him.” Shanice 
speaks on this significance of this, as her son Jamal often needs more attention and support than 
the other students. While speaking on the direct support her son receives, she confirms, the 
support team at Mariette Meyer has worked diligently to better understand, “what triggers his 
moments and what keeps him calm,” to better enhance his classroom experiences. Lastly, India 
adds, “They was taking the time out to work with her to get her, you know for when she go to 
kindergarten. Taking a lot of time out.” 
For these four mothers, the support and encouragement their child received as a student at 
Mariette Meyer made a difference in their level of comfort in the classroom, as well as the 
information they were able to retain because they felt comfortable in their learning environment. 
Ariana affirms this by stating, “The way they treat the children makes a major impact as well. 
They treat her not just as a student. They treat her like family” For Ariana, this is important 
because, “if they don’t feel the love or feel that you care, why should they care? They’re not 
gonna be excited to be involved in the activities that they have for them there because they feel 
that it’s not genuine.” As Ariana understands it, when these teachers are cultivating an 
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environment where the child feels like they’re being supported and encouraged, and that people 
actually care about them, they will perform better. 
What Shontel values about the Mariette Meyer Head Start Program is the, “verbal 
everyday situations,” in which the teachers have to prepare the students for the transition to 
kindergarten. She affirms, the teachers will say things such as “we have to get ready for 
kindergarten. [In] kindergarten you can’t do that or in kindergarten you’ll have brand new 
teachers, a class in a different place.” These verbal cues are important because “it’s something 
that they hear every day and it’s like a big deal to them because they can’t wait to get to 
kindergarten.” This prepares them for that transition, so they know what to expect once they’re 
in a new environment. She goes onto say that children who don’t receive this information, “go to 
school but then when it’s their first day of kindergarten you have kids crying because they aren’t 
ready for mom to leave and what’s going on, but I think my son, he’s just going to walk in 
there.” 
Shontel goes onto highlight the specific things Howard’s teacher, Mrs. Z, plays in his 
learning. She affirms, “Ms. Z likes all the children to think like a scientist is her quote. ‘Think 
like a scientist, you’re a scientist today. You’re a scientist every day,’ she tells them.’ For 
Howard and his classmates, this type of support encourages him to ask questions and think 
outside the box. She goes onto confirm, “if he sees anything that just looks cool to him or strange 
or odd, he’ll ask questions about it and tell me ‘you know mommy you know what I think, I 
think that this and this.’ And we talk about it.”  
Leah describes that at Mariette Meyer, she believed they were, “just being good 
teachers.” For her this meant ensuring what they were teaching Abdul extended beyond just 
academic skills, but also developing his social skills and abilities. She affirms, “they help him 
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with reading, and expressing hisself better too and following rules…he knew before he even got 
out of class, ‘mom I gotta spit out my gum.’ Like, they were teaching him things, what’s right 
and what’s wrong.” 
 Likewise, Briana asserts that “Will knows that if he needs something, to ask the teacher.” 
Through his enrollment in Mariette Meyer, he has become “resourceful” and “knows the 
schedule well.” It was through the support and encouragement of his teachers that he was able to 
flourish this way and knowing that if he ever struggled or needed assistance along the way, they 
would be there for guidance. Sylvia confirms these thoughts and states, “I think they do a good 
job.” When speaking about the specific skills and abilities they work with her daughter Ashlee to 
achieve, she affirms, “They go over letters just like I do. They more into sight words then math, 
so they’re doing sight words with her a lot.”  
For all these families, the support provided by the teachers encourages students to learn. 
For these reasons, these mothers are satisfied with the ways in which Mariette Meyer Head Start 
prepared their child for kindergarten.  
Information and resource sharing. Other ways four families have felt supported though 
Mariette Meyer is from the information and resources that promote school success, including 
information that they’re sharing with families about the transition to kindergarten, and what that 
means for their child. Kara asserts that Denise was tested by the program, “to see where she 
started and where she is at now.” This was necessary to, “see where she needs help in and they 
focus on those areas that needs help in.” Subsequently, they provide Denise with “homework at 
least once or twice a week, a lil package…” that aids in providing the academic tools she’ll need 
to be successful in kindergarten. Kara affirms that what she values about this program, outside of 
the support for Denise is that, “they have lots of research. If I’m just so clueless or lost [on] how 
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to do things with her or try to teach her, I can come [to] almost anybody in here to talk about that 
and get materials.” For many mothers, who highlight there aren’t resources or places in their 
neighborhoods to get needed information, this is essential. 
Raven confirms that Mariette Meyer has aided in cultivating a structured learning 
environment within the classroom that extends home. With these resources, she able to better 
prepare Michael for kindergarten. She states:  
They help with lesson plans…whatever they doing here, they send it home, so we 
can keep the child up to date. They do, you know, like I said, the learning things 
that the kindergarteners do. The rest of the school, they try to incorporate that into 
the learning plans. 
 Janay and Leah also highlight resources provided by Mariette Meyer that were beneficial 
for their child. The lending library, which includes a book bag full of reading material, was very 
useful for Janay. She states, “they send her home with books. They got this little red bag. They 
send them home with books and they have to bring them back at a certain time.” This aids in the 
child’s emergent literacy, including letter, number, and site work recognition. Janay affirms, this 
lending library helps them, “at least knowing the ABC, not just coming home [and] want to play 
all the time.” Leah adds to this by speaking on the resources she received from Mariette Meyer to 
prepare her child for kindergarten. She avers, “they gave him a book-bag with a spiral notebook. 
Everything that the new school asked, I didn’t have to buy, which was a blessing. As most of 
these families are making less than 10K a year, having resources such as these provided are 
essential in ensuring their children are fully prepared for school success.  
Academic skill development. Four mothers highlight the academic skills their child 
acquired through enrollment in the Mariette Meyer Head Start program. Kendra speaks 
specifically about these skills by avowing, “they’ve helped him get past the counting, you know? 
They’re helping him with his writing his behavior ‘cause he’s kind of a wild child but… I think 
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they understand Troy now and so they know you know what to do to help him.” For Yvonne, 
Mariette Meyer has aided her son Chris, “with his reading, his writing, [and his] behavior.”  
For Ebonie and Sylvia, educational tools such as puzzles, worksheets, and computers 
were useful in developing academic skills. Ebonie states, “they give him work to work on at 
home,” which includes, “puzzles to show him the alphabets…animals…just things to put stuff 
back together.” Subsequently, she speaks on a “computer that he loves so much.” With added 
software, the students are able to acquire, “math skills, matching…it’s a lot of different activities 
that he do one that…it really teaches him a lot.” Sylvia, who also liked the use of computers, 
additionally spoke on their effectiveness, plus other tools such as worksheets. She confirms, 
“they send her home with worksheets that they get off of the computer.” In addition to that, “they 
have to write they name every day.” Not only are these families learning needed technological 
skills that are essential in this developing digital world, but they’re also getting academic 
knowledge.  
Gross/fine motor skill development. Three mothers speak of the gross and fine motor 
skills their children attained. Imani asserts, “I feel like everything he’s learned since he been here 
is been positive.” She goes on to elaborate that her son Andre has greatly benefited from the 
gross motor room. In there, “they ride bikes. They have a basketball ring in that form. They do 
the basketball. They ride the bikes… I think they had a bowling setting or something like that.” 
For Ebonie, not only do they send home work for James to complete, but they also work with 
him on “holding the pencil and getting them type of muscles moving in his hands.” 
Subsequently, they are also “helping him tie his shoes.” Deanna affirms Jordynn is also learning 
how to “tie her shoes…they teach her the bunny way. So, I guess it’s a little complicated for 
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her.” All of these mothers have children who are learning complex tasks, and although their 
children may struggle, they are being continuously supported in their learning.  
Social skill development. Three mothers also highlight the development of social skills 
that are needed for kindergarten success. Janet’s daughter Deirdre, who is one of the oldest 
students in her classroom is supported in being a classroom leader. She describes this is:  
They allow her to kinda be, what they call, the third teacher in the classroom. 
They allow her because they know she’s five and they see that she’s more 
advanced. And so, they don’t try to keep her back with the other students. They 
allow her to get that, you know, miss outspoken… as long as it’s still in a 
respectable place. 
 
Because her child is more advanced, she’s allowed she assume a different role in the classroom 
than the other students. Through this, she is encouraged to continue learning in a way that best 
supports her needs. This aids not only in academic development, but also cultivates the 
development of socioemotional skills. 
Similarly, both Jazlyn and Tiana speak on the social skill development their children 
attained at Mariette Meyer. Jazlyn affirms:  
I think that she understand rules better. She applies them better…So, for instance, 
when you walk up the stairs, no running, and she’ll tell somebody else about 
running up the stairs and keep your hands to yourself. She’ll sing it “keep your 
hands to yourself” and all that stuff come all out of her, but before they ain’t mean 
nothing, you run up the stairs, you will come out, you will get up, you play with 
toys, and you would just, you were at home, you were comfortable.  But they 
teach you, you walk up the stairs, you hold on, and she’ll tell another child ‘you 
don’t suppose to be running down them stairs’ and ‘keep your hands to 
yourself…she repeats what’s been told. 
 
While Tami may have learned these rules before, having them continuously enforced in a 
structured environment aided in their adaption into her everyday behaviors. This established 
routine was also beneficial for Tiana and her twins. For Dwight, she affirms they are working to, 
“put him on a routine that manage him, read books, and potty train- towel…just put him on a 
 200 
routine.” Similarly, for Duane, the school is working to regulate, “his emotions. They try to get 
him to recognize… communicate more by using words.”  
For these mothers, the environment that Mariette Meyer is both supportive and productive 
in cultivating skills and abilities that children need to be successful in kindergarten. Through this 
analysis, all 21 mothers were able to identify specific attributes of the program that have benefited 
their child in preparation for their transition to kindergarten.  
Recommendations for Improvements to Head Start Program 
 Out of the 21 mothers in this study, only 3 had recommendations for improvements to the 
Mariette Myer Head Start Program. The other 18 families were satisfied with the skills and 
abilities their child attained during their enrollment in the school (see Table 32).  
Table 32. Recommendations for Mariette Meyer 
 
Participant (Target Child) No Yes 
Ariana(Tierra) X   
Ayana (Neal) X   
Briana (Will) X   
Deanna (Jordynn) X   
Dinitra (Demetri) X   
Ebonie (James) X   
Imani (Andre) X   
India (Mia) X   
Janay (Shanae) X   
Janet (Deidre)   X 
Jazlyn (Tami) X   
Kara (Denise) X   
Kendra (Troy) X   
Leah (Abdul) X   
Raven Michael) X   
Renee (Ivana) X   
Shanice (Jamal)   X 
Shontel (Howard)   X 
Sylvia (Ashlee) X   
Tiana (Dwight & Duane) X   
Yvonne (Chris) X   
Total 18 3 
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While Shontel highlights the nominal knowledge and emergent literacy skills Howard 
acquired during his enrollment in the program, she was dissatisfied that specific skills relevant to 
kindergarten success weren’t made the focus sooner than February of their transition year. One 
recommendation she has for this is adjusting the classroom age ranges. Currently, Head Start 
classrooms range from three-years-old to five-years-old. Shontel’s recommendation is that 
“maybe if it was split up into two groups,” older children could benefit more from the material. 
She believes it would be beneficial because, “that’s a big difference. I remember before it was 
like Howard was the baby and all the other older kids we just like, ‘ughh it’s A, it’s A.’ Now 
that’s him telling the other little kids’.” Her belief is that eventually, the students become bored 
with the material and would benefit from being in the classroom with children who are at their 
same developmental level.  
Shanice, who reports she was satisfied with her interactions with classroom teachers and 
other Mariette Myer staff, would like to see more speech development with the children, such as 
“helping them with words.” She affirms that she would like to see more helping students, 
“identify words more. Like how they talk, like being able to express those words more. Like, if 
they’re saying they need help-what do you need help with? What does it mean?” Shanice isn’t 
asserting that these things aren’t happening, just that she would have liked to see more of it with 
her son and believes that other children may have benefited from it as well.  
Janet’s dissatisfaction wasn’t with anything classroom related. She was very satisfied 
with the way Deirdre was prepared by Mariette Myer to transition from preschool to 
kindergarten. However, Janet was concerned with the continuous amount of paper work that 
needed to be provided and recommended an alternative method to collecting information from 
parents. She states, “I think that it should be a list of exactly what it is you need and the time 
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frame that you need it.” As there are many required documents needed throughout the 
schoolyear, for families with busy working schedule, it is often difficult to acquire the needed 
materials on time when sufficient notice isn’t given to families. Providing them with a list up 
front with dates can possible aid in these families’ ability to provide what is needed on time.  
Summary 
The consequence of having limited resources can be very drastic for families in high-risk 
neighborhoods, especially on the development of young children (Brodsky, 1999; O'Brien, 
O'Campo, & Brodsky, 1999; Jarrett, 1999). Not only is the presence of resources necessary, but 
families also have to believe that they can benefit from utilizing them. Research demonstrates 
that many Black families under-utilize their neighborhoods, many times due to the perception 
they have about what is available. 
As demonstrated in this analysis, all but one family is mainly asking school readiness 
related questions at their child’s school, even though they have identified that there are other 
sources of information available. For example, fourteen families note that there are activities at 
the library that can contribute to preparing their children for the transition to kindergarten. 
However, only three moms are actually utilizing the library space.  
Additionally, a large number of mothers are relying on their strong ties to provide 
information relating to the transition to kindergarten. While this is great in providing support 
from a culturally nuanced perspective, often times it can limit what knowledge families are 
exposed to. Research on social capital (i.e. the resources that individuals possess) speaks to the 
role of extended social networks in bridging supports for families (Bourdieu, 1986). Having 
supports outside your network of kin, who are exposed to different forms of knowledge and 
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resources, can aid in contributing to new sources information that can help aid in the school 
readiness of low-income Black children. 
However, for families who do not have these networks, Head Start serves as a key source 
of information. All of the families rate the Mariette Meyer program with a rating of nine or 
higher out of a score of ten. This institution serves as a key source of information for families 
who need guidance as they prepare their children for the transition to kindergarten. This aligns 
with literature on the benefit of Head Start programs, especially for Black families, who 
statistically benefit the most from enrollment in a Head Start program.  
This finding supports literature that speaks to the close-knit nature of urban 
neighborhoods (Sampson, 2011; Jarrett, Bahar, & Taylor, 2011). Collective socialization theory 
suggests that within these close-knit relationships, families are able to cultivate their own 
resources in an effort to adapt to the conditions of their neighborhoods (Jarrett, Bahar, & Taylor, 
2011). Within this argument, we see that mechanisms of transmission are intergenerational (e.g. 
mother to child/ grandparent to child), as well as through cultural practices. This can aid in our 
understanding of why these mothers are primarily getting information regarding school readiness 
from sources whom they’ve developed emotional bonds with, (i.e. family, friends, child’s 
teacher/ school support). 
Overall, this chapter demonstrates the need for increasing neighborhood resources for 
low-income families. This includes making sure they’re both available and accessible to families. 
Resources can only provide benefit if they’re being taken advantage of. If the individuals who 
live in the neighborhoods don’t feel welcomed in the space or believe that there are services that 
can provide their needs, as demonstrated, they will not utilize them. Improving the school 
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readiness skills of Black children in high-risk urban neighborhoods must include addressing the 
need for programs that provide culturally-relevant resources to families.
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CHAPTER 9: MOTHERS’ RECOMMENDATIONS FOR IMPROVING THEIR 
NEIGHBORHOOD 
 
“No Kid Should be Left Behind!” 
The last chapter focused on the importance of neighborhood resources and the role 
collective socialization plays in the development of young children and their families. In order to 
begin facilitating conversation on what should be done to address the cultivation of resources in 
these communities, an understanding of what the families desire has to first take place. This 
chapter will conclude the presentation of findings by offering recommendations from the 
participants for preschool programs and teachers, kindergarten programs and teachers, and 
resources needed for community development. A summary on ways their neighborhoods and 
schooling system can aid in preparing children for the transition to kindergarten will close this 
chapter.  
Ways to Improve Neighborhood Resources  
 In order to better understand the ways in which their neighborhoods can be improved in 
order to ensure their children are prepared both academically and socioemotionally, we asked 
mothers the following questions:  
1) What advice would you give to preschools that prepare children for kindergarten? 
2) What advice would you give to the schools and kindergarten teachers that children 
will be going to? 
 
3) What kinds of community resources would you say that parents of preschoolers need 
to get them ready for kindergarten? 
 
From this analysis, various themes emerged. Mothers proposed various resources to be added to 
their neighborhoods, as well as skills and abilities teachers should possess and teach children in 
order for them to be successful during their transition to kindergarten 
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.   
Recommendations for Preschools Programs and Teachers 
 When asked to discuss what recommendations mothers had for preschool programs and 
teachers, three concepts emerged. Mothers are hoping to inform preschools that children should 
be 1) taught fundamentals (n=7), 2) allowed to lead in their educational needs (n=4), and 3) be 
provided encouragement (n=4) (see Table 33).  




Teach Fundamentals Allow Child to Lead Encourage/ Support 
Ariana(Tierra) X     
Ayana (Neal)     X 
Briana (Will)   X   
Deanna (Jordynn)       
Dinitra (Demetri) X     
Ebonie (James)   X   
Imani (Andre)       
India (Mia)       
Janay (Shanae) X X   
Janet (Deidre)   X   
Jazlyn (Tami)       
Kara (Denise)     X 
Kendra (Troy)     X 
Leah (Abdul) X     
Raven Michael)       
Renee (Ivana)       
Shanice (Jamal)   X   
Shontel (Howard)     X 
Sylvia (Ashlee) X     
Tiana (Dwight & 
Duane) 
X     
Yvonne (Chris) X     
Total 7 5 4 
 
 Teach fundamentals. Seven mothers would recommend preschool programs and 
teachers to focus on teaching children the fundamental skills they would need to be 
academically, socially, and emotionally prepared to succeed to kindergarten. Ariana affirms this 
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by asserting, the role of preschool is, “to make sure that they have all the fundamentals down-
packed.” When asked to confirm what those are, she adds, “whether it comes to characteristics, 
[or] just learning the basic ABCs, 123s. That's all, because basically that's what preschool is all 
about. Making sure they have the fundamentals down-packed, so they can go to the next level, 
for kindergarten.” Ariana is speaking not only on the acquisition of nominal knowledge, but also 
their socioemotional development.  
 Likewise, Yvonne has a similar idea about the role of preschool. When asked what advice 
she would give to preschools, and their teachers, she states, “keep doing a good job about 
teaching them they ABCs, and stuff like that. Making them ready to stay focused for 
kindergarten, so they can learn more as they get older, like following directions, and stuff like 
that.” Like Yvonne, Dinitra also believes preschools should focus on teaching particular skills 
that aid children in kindergarten success. She affirms, “you have to teach them …help them wit 
they work, or alphabet make sure they know everything before you can pass them on.” When 
asked to discuss why this is important, she continues onto say, “you can’t pass a kid on because 
of they age. You have to make sure they know the things they have to know to move forward for 
the next level, [otherwise] they’ll be sitting behind.” For these mothers the skills they acquire in 
preschool, both academic and socioemotional, are important as they’ll aid in ensuring their 
successful transition from preschool to kindergarten. 
Janay would like for more preschool programs to be like the Mariette Meyer program. 
She affirms, “they don’t just sit and play.” Rather, they focus on teaching children the 
foundational skills they’ll need to be successful in kindergarten. She asserts, they teach 
fundamentals because, “they take time out to read to them. They take time out to teach them they 
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letters.” As noted previously, these are some of the skills mothers believe are truly essential in 
their children doing well academically in kindergarten.  
Both Leah and Sylvia are thinking preschool teachers should increase kindergarten 
preparation activities as students gear up for graduation from their preschool program. Leah 
confirms this by stating that preschool teachers should, “probably push the kids little harder if 
their finna be in kindergarten soon. Probably a month or a couple months before.” She is hoping 
that teachers take extra time to, “get some kindergarten activities, like stuff kindergarteners will 
do like…get him to write his name.” Similarly, Sylvia believes, “well before kids leave, have if 
not a week, a couple days to like pull a child out of class and make sure they know what they 
supposed to know.” During this time, she affirms preschool teachers should, “see if they know 
how to write they name. If they prepared for this, if they prepared for that at least a few months 
before they go, just in case they not prepared for it, we can make sure we meet those points until 
up until the time its ready for them to leave.” For both of these mothers, giving children extra 
time to prep for kindergarten by focusing on the specific skills they believe are essential to 
kindergarten success is a vital aspect preschool programs should focus on incorporating into their 
curriculums.  
While Tiana thinks that teaching the fundamentals are important, she wants to ensure that 
children have a secure foundation of knowledge before their preschool teachers introduce 
supplemental material. Therefore, when asked what information she would share with preschool 
teachers, she expresses, “spend a couple weeks at the beginning of the school year [reviewing 
material] because they say kids lose like a month’s worth of learning over summer. You know, 
they out of school. So just to refresh their memories.” For Tiana, teaching fundamentals isn’t just 
about making sure children know everything before the direct transition to kindergarten. She 
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wants to ensure that before teachers are introducing new material, children already have a grasp 
of the knowledge previously introduced so they can build upon it.  
 Allow children to lead. Five mothers believed that allowing the child to demonstrate to 
the teacher what kind of support they needed was the best approach in ensuring the child’s full 
needs are met. While mothers were discussing what this meant, they used terms such as, “go 
with the child”, “every child learns differently,” and “work with every kid.” For Janay, what this 
means is sometimes when needed, “[pulling] one kid to the side and [working] with this kid and 
[making] sure that everything is okay with them… if this one kid need more help than the other 
one.”  
  Briana, Shanice, and Ebonie all agree with this. Briana believes that preschool teachers 
should, “go with the child’s personality.” Shanice adds that teachers should, “actually work with 
every kid as afar as their struggle. Every kid has a struggle with something. So, I would advise 
teachers to talk and have that one on one with every kid.” Ebonie contributes to these sentiments 
by asserting that preschool teachers should, “take [their] time.” She goes onto explain that this 
means, “Don’t try to rush them to learn different things. Every child learns differently, and it 
may take you to introduce it in a different manner for a child to get it.” For these mothers, the 
approach to teaching being used by their child’s educators is important. When teachers are 
prepared to work with children on their own terms, these mothers believe the students will 
absorb the knowledge more.  
Janet, however was proactive in her advice to preschool teachers. She describes that, “I 
would give it to the teachers in the school.” By this she means she would, “just to give them a 
little bit of background of what my child does know, what the type of person she is if they 
wanted to know that information or I would just provide that information to them.” Through this, 
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Janet was alerting her Deidre’s teachers on how to best work with her. Again, for Janet this 
meant her child’s needs could be best met, because the teachers were aware of how to best work 
with her.  
Encourage/ support. Four families believed that preschool programs should provide 
should and encouragement not only to students during their transition to kindergarten, but also to 
the families who are aiding in the transition. For Ayana, this means sometimes, “just like let the 
kids know that they are somebody, they can be somebody.” She affirms that preschools should 
take a role in this form of student encouragement because “schools are a big support system for 
the kid…if they show the kids like they’re there to help them and not to hurt them, they would do 
better or stay focus.” 
Kara speaks more specifically about preschools aiding in the transition to kindergarten. 
She believes that teachers should encourage students by “[letting] them know it’s not scary. 
Some kids think it’s scary to transition from this environment to older kids in the same school.” 
She believes preschools can provide this type of encouragement by “[giving] them the proper 
material so they won’t be confused, don’t tell them one thing and then they get there and there 
are like lost.” 
Kendra believes that preschool programs can support children by addressing their 
individual needs early on. For example, she states, “If it’s a student that’s showing either 
behavioral problems or like my son developmental delays, stay on top of it.” For her, this this 
important because, “that’s something that needs to be addressed at an early age so that way they 
know how to control themselves and they know how to interact.” By addressing these behaviors 
early on, Kendra believes that the teachers are “[helping] them be prepared getting into school.”  
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Shontel believes that more preschool programs can support children during the transition 
to kindergarten by ensuring their families are just as engaged in their school. Therefore, when 
asked to share advice for preschool programs, she asserts, “My advice I would give centers is to 
have mandatory parent meetings which, can inform the parents also on how to prepare their child 
for preschool.” She discusses the importance of this by going on to state, “I think it’s kind of 
selfish that they really just expect the preschool to fully prepare your child when the parent 
should have some roles in that also.” By engaging family members, Shontel believes that when 
preschools encourage an open channel on communication, families are aware of the various ways 
in which they can support their children during the transition.  
Recommendations for Kindergarten Programs and Teachers 
When asked to discuss what recommendations they had for kindergarten teachers and 
programs their children would be transitioning into, various themes emerged. Mothers wanted to 
advise kindergarten teachers and programs to 1) be patient (n=7), 2) continue to advance learning 
(n=5), 3) provide support (n=3), 4) maintain open lines of communication (n=2) and 5) be sure to 














Patience Continue to 
Advance 
Learning 




Ariana(Tierra) X         
Ayana (Neal)   X       
Briana (Will)   X       
Deanna (Jordynn)           
Dinitra (Demetri)     X     
Ebonie (James) X         
Imani (Andre)   X       
India (Mia)           
Janay (Shanae) X         
Janet (Deidre)     X   X 
Jazlyn (Tami)       X   
Kara (Denise) X         
Kendra (Troy) X         
Leah (Abdul) X         
Raven Michael)           
Renee (Ivana)           
Shanice (Jamal)     X     
Shontel (Howard)   X       
Sylvia (Ashlee)       X   
Tiana (Dwight & 
Duane) 
  X       
Yvonne (Chris) X         
Total 7 5 3 2 1 
 
Patience. Seven mothers expressed that kindergarten teachers should be patient with 
children. Kendra, Leah, and Yvonne all assert that kindergarten teachers should “be patient.” For 
Kendra, she explains this is because, “they’re kids… five, six. They have tons of energy.” Her 
recommendation to combat this is to “just to keep them involved in things.” Leah asserts that 
patience is necessary for kindergarten teachers because, “kids learn [a lot] at this age. They soak 
in a lot of stuff and remember it.” So, she recommends that teachers, “just be patient with them 
and try to teach ’em in areas that they see they need help in.” She even goes as far as to engage 
family member in the process by affirming kindergarten teachers should, “tell the parents, so 
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they could work with ’em more.” For Yvonne, patience will aid in kindergarten teachers being 
able to, “help them as much as [they] can to teach them as they get ready for first grade.”  
For Ariana, patience is important for kindergarten teachers to practice because each child 
is different, with different needs. She affirms, “you can’t compare this group of children with 
that group of children. Of course, you have to really deal with them accordingly. Show them all 
the same type of attention, but just make sure that you do it accordingly.” This is an important 
skill for kindergarten teachers to practice in her opinion because she believes, “when you’re on 
the same page, it makes it so much easier to teach that child.” Similarly, Ebonie believes all 
children “don’t learn the same.” Therefore, it’s important for kindergarten teachers to practice 
patience because “some kids that can get helped at home and some kids don’t. And its these 
groups of kids that learn faster than these groups of kids that’s because mainly because they 
already went over the ugh material.” 
Janay and Kara also speak of children who may need special attention from the teacher. 
Janay, whose son requires “special handling”, asserts, “he’ll want you to stop teaching the other 
kids to come get him. More attention than you’re giving someone else. He’ll need a lot of help. 
But, he’s changing.” For her, it’s imperative that teachers are aware of his needs and know that 
they’re developing. However, in the meantime, teachers have to be patient. Likewise, Kara 
expresses that kindergarten teachers should, “be open-minded.” To her, this means, “don’t give 
up on a child or lose patience.” Regardless of what the child needs, the teachers should work 
with them to help them perform to their best ability.  
 Continue to advance learning. Five mothers speak on the importance of kindergarten 
teachers and programs continuously working to advance the child’s learning. These mothers used 
terms such as, “get them ready for the real world,” and “be hands-on.” Imani, for example, 
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believed that new knowledge could be presented in a way that’s interactive. She asserts, “I feel 
like make the kids want to learn more… make learning like a game.”  
Ayana takes a different approach with Neal. She believes in being hands-on with teaching 
and learning. She asserts that this means, “Me and his sister, we help him, but in another way. 
We’re the ones that’s reading the books or showing him how to do math problems or any of the 
work we’re doing... That’s what I consider hands-on.” For this mom, working through all the 
information she’s presenting to her son aids in advancing his knowledge. As she sees this 
approach for Neal, she would like to see it widely incorporated into kindergarten programs.  
 Briana has Will enrolled in a program that she believes will, “get [him] ready for the real 
world right on into kindergarten.” For her, these are essential programs and asserts their 
importance because it introduces the child to “advance teaching at a kindergarten level.” In her 
understanding, when children are taught this advance level of teaching, it aids in cultivating a 
desire for continuous knowledge and development.  
Shontel’s approach in continuing to advance the child’s learning is to keep in mind where 
they are academically and assign tasks appropriately. She asserts kindergarten teachers should 
develop separate lesson plans, “for those children who’ve understood the task or completed the 
assignment, like for the children who’s [are advanced].” She goes onto add that kindergarten 
teachers should, “plan to keep challenging the child and to have a constant evaluation with the 
parents to let them know about the child’s progress.” She states that this is important because 
children who are advanced “could be doing something bigger and better,” but aren’t being 
challenged enough in the classroom.”  
Tiana would like to see each child’s knowledge assessed as they’re transitioning from 
preschool to kindergarten so that teachers have a better understanding on how to work with each 
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child. She describes this as a “exit quiz, or test, to [see] exactly where your children are, and to 
see if they have improved.” This can be useful in continuing to advance the child’s knowledge 
because they’ll be able to see “throughout the school year if your child is improving or 
declining.” When kindergarten teachers and families have this information, they can “get [the] 
child where they need to be.” Subsequently, Tiana feels like all services needed, such as, “tutors, 
they should be free [and] readily available to parents, if needed.”    
 Support. Three mothers recommend that kindergarten programs be aware of the ways 
they’re supporting and encouraging their students. For Dinitra, this means, “what goals [are] they 
gonna have set for the kids to keep them going.” As it’s her belief that when students are 
encouraged to set goals for their educational aspirations, they’ll perform well in meeting those 
goals. Similarly, Shanice also believes that, “every kid should have that extra help, the extra 
push in the right direction to know where they’re going [and] why they’re going...well their 
reason and the purpose for even doing... going to school.” Therefore, her belief is that 
kindergarten teachers should encourage children in understanding that, “no question is a dumb 
question and no answer is a dumb answer. As long as you speak out and say something and just 
put yourself out there it’ll be known at least you tried at least you did it.” 
Going off that point, Janet wants to encourage kindergarten programs to continue to 
challenge children. She affirms that her daughter, Deidre is a “natural born leader.” Kindergarten 
teachers can support her development of leadership skills by “challenging her on as far as if she 
wants to be a helper in the classroom, allow her to be that.” Subsequently, she highlights that it’s 
important for kindergarten teachers to know, “my child is here to learn, she’s not here to be 
bullied, she’s here to be challenged, she’s here to be educated, she’s here to be an effective 
throughout the rest of her life.” Throughout her school, beginning in her enrollment in 
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kindergarten, Shanice, “wants her to learn these things so it’ll prepare her for the next 4 years, 
and the next 4 to 6 years or whatever her life turns out to be.”   
 Open lines of communication. Two mothers, Jazlyn and Sylvia, want to advise 
kindergarten programs and teachers to ensure they maintain an open line of communication with 
families and preschool programs. Jazlyn, who hasn’t had any communication with Tami’s 
kindergarten program, thinks it’s a “good idea” if “kindergarten teachers and kindergarten 
schools be open with sharing with parents before children come…so children can make sure that 
they have [and] they know everything that they need to know.” Sylvia agrees with this. She 
believes that, “they should have a lot of communication between kindergarten schools,” so that 
preschool teachers know, “what the kids need for when they go in there.” Both mothers believe 
that when communication lines with kindergarten programs are maintained, whether directly 
with the anticipated families or local preschool programs, children can be more prepared with the 
knowledge and skills school are expecting them to know upon entry.  
 Accommodate families. Janet is the only mother to highlight the issue of being 
accommodated. She affirms the importance of teachers finding time to meet with families to 
discuss the needs of their child during times when working parents can actually be available. She 
asserts, kindergarten programs should be aware that, “we the parents and the staff to be able to 
accommodate more.” She goes onto describe that they should be aware and understand that if, “I 
work an 8:30 to 5pm job, why can’t we do [a parent teacher conference].” She offers solutions to 
this, such as, “[meeting] on a Saturday for one hour. We don’t have to necessarily meet at the 
school, we can meet at a coffee shop, you know, if that’s what they’re willing to do.”   
Recommendations for Community Development 
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When asked to describe what kinds of community resources families with children 
preparing for the transition to kindergarten would need, mothers spoke of various neighborhood 
resources that could aid in contributing to the academic, social, and emotional development of 
preschool-aged children. These include, 1) general spaces that promote school readiness (n=9), 
2) libraries (n=8), local community centers (n=7), 4) support people (n=3), and 5) churches (n=2) 
(see Table 35).  




Libraries Local Centers Support People Churches 
Ariana(Tierra) X X X X 
Ayana (Neal)       X 
Briana (Will) X X     
Deanna (Jordynn)         
Dinitra (Demetri) X X     
Ebonie (James) X       
Imani (Andre) X       
India (Mia)     X   
Janay (Shanae)   X     
Janet (Deidre)     X   
Jazlyn (Tami)         
Kara (Denise)         
Kendra (Troy)   X     
Leah (Abdul)     X   
Raven Michael)         
Renee (Ivana)         
Shanice (Jamal)         
Shontel (Howard)         
Sylvia (Ashlee) X X     
Tiana (Dwight & 
Duane) 
X X     
Yvonne (Chris) X       
Total 8 7 4 2 
 
 Libraries. Eight mothers are recommending the addition of libraries or additional 
resources in the existent libraries in their neighborhoods. For these families, the presence of the 
library isn’t enough. It has to be both accessible and welcoming to families. Ariana affirms that 
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“[libraries] somewhere that’s within the community. Where it’s easy to get access to,” are 
important to provide information to support parents with children that are transitioning to 
kindergarten.” Briana and Ebonie both affirm their neighborhoods “needs the library,” to 
promote school readiness. Yvonne asserts that their presence could aid in offering programs such 
as “seminars or something for the kids.”  
Tiana adds that she would love to see the addition of more school readiness programs in 
the library. As they are, “public places” the information is easily accessible to families. For 
example, she asserts that, “if I want to go in there right now, and pick up a couple of information, 
a couple of brochures about a couple schools, I would expect for that to be there, at my 
disposal.” For these families, making the information accessible so that “parents just go in the 
library [and] get the information,” that they need to prepare their children for kindergarten is 
vital. 
Other mothers highlight the resources that libraries will bring to their neighborhoods. 
Dinitra, for example, states, “we don’t have too many programs or things up in [my] area.” For 
here, recommending a library as a neighborhood resource for community development means the 
addition of new services for families. Sylvia expands on these services, stating that it can aid 
students in completing their work, such as using “the library for the internet, like when they have 
to do science projects and stuff.” Imani adds to these thoughts by asserting that she feels, “all 
you need…is the library.” She affirms this belief by highlighting the services it can offer 
families. She states, “Reading does a lot. It’s so many different types of books so you can go and 
check out a book on alphabets, go checkout a book on numbers, shapes, everything. Basically, 
anything that a child needs to know is in a book.” For her, there’s “a book made that don’t teach 
you everything that you need to know.” Therefore, the benefit of this for families is that these 
 219 
resources will be at their immediate disposal to aid in preparing their children for the transition to 
kindergarten.  
 Local centers. Seven mothers recommend the addition of local community centers that 
provide school readiness activities in their neighborhoods. Ariana affirms that “local community 
centers” are needed because of the resources they offer including “school supplies [and] parent 
support people.” Likewise, Briana believes these centers can be responsible for leading, “lil’ 
classes, activities, trips maybe…so that children will be ready for kindergarten.” Similarly, just 
as with the presence of libraries, Tiana would like local community centers “to have that 
information readily available.” She asserts that, “more community centers…anywhere you see 
people with children.” She believes this is an importance community resource because “some 
people aren’t comfortable with talking to people about free information.” 
  Kendra would like the addition of more community centers, that offer similar school 
readiness programs as early head start. She affirms, “if I would of started Troy in Early Head 
Start, and then went to Head Start, then to kindergarten, I really feel those help the kids a lot get 
prepared.” For low-income families the availability and accessibility of these types of programs 
are often lacking. As discussed by Kendra, if there was a presence of more of these types of 
programs, more families can ensure their children are prepared for kindergarten success.  
  Dinitra, Janay, and Sylvia are looking for afterschool programs that can assist in helping 
families ensure their children are success in kindergarten. Dinitra believes, “more after school 
centers [can] help the kids wit they work.” Janay affirms there was once an “after school 
program where you can take the kids there and they sit and do they homework.” However, that 
program is no longer available. She believes reintroducing those programs can help children not 
only with academic success, but also socioemotional skill development. Sylvia would like, “a 
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center just for the kids, [where] parents can come in too to help them out.” This center would aid 
in “tutorin’, or if a kid get stuck on something.”  
 Similar to Janay, Sylvia affirms there was once a program that could aid in assisting 
families that is no longer present in the neighborhood. She states, “we use to have a boys and 
girls club… they would help us before we can play with anything they would sit down and help 
us wit’ our homework.” This served as a safe space in the neighborhood for families to take their 
children to receive the assistance they need. These mothers would like to see the reintroduction 
of these local community centers.  
 Support people. Four mothers desire additional support people to be available in their 
neighborhoods that could aid in preparing their children for the transition to kindergarten. India 
affirms that her neighborhoods, “Prolly need more people helping them get ready for [the 
kindergarten transition].” Janet follows up this claim by stating, “Support systems, support staff, 
or from other parents…people who have other preschoolers know something, share the 
information.” Leah adds to this point by asserting, “a lot of people I talk to or know they don’t 
really have…some motivational speakers …and [people] to let them know what they should be 
doing with they kids.” She goes onto explain that supportive people are imperative to a child’s 
success because a lot of families lack needed information that can aid in their child’s success. 
She affirms, “A lot of kids over the summer probably ain’t gon’ to pick up a book. Just to be 
honest, a parent ain’t going to read nothin’ or try like. I have a friend and a cousin like you read 
to him, you buy him books? I’m like yeah, I buy him books.”  
 Ariana also speaks on the importance of “parents contacts.” She speaks about the 
importance of parent support by stating, “if there’s some parents that just don't know what to do 
to prepare their child, you can bring in some parents that are willing to share their experiences 
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that they’ve had with their child going to kindergarten or are currently in kindergarten.” When 
asked how this may help families, she expresses, “they may say something that may shed light 
on what that parent may not be doing.” 
For these mothers, this network of support will aid them in ensuring their children have 
the essential skills for school success. Being able to network with other families who are 
currently going through the same transition, or who have previously gone through the transition 
can share their experiences so that other mothers can benefit from their knowledge.  
 Churches. Two mothers recommend the addition of more churches in their 
neighborhoods. For Ayana and Ariana, the presence of churches isn’t just for spiritual guidance. 
It’s also where families can go when they’re in need of needed school supplies and advice from 
other families on strategies to best prepare their children for school success. Ariana affirms this 
by asserting, “Local churches is always good because they…give out a lot of school supplies 
which does help…it really does help, and it shows that you really care for that child’s well-
being.” For Ariana, this asserts that, “even if it’s not your child, you still care.” Ayana has 
similar ideas. She would like the implementation of “programs” or opportunities to “have them 
around other kids that’s going to kindergarten,” in churches as she believes this would “let them 
know what to expect…making sure they’re prepared.” As she views the church as a safe space, 
this is an ideal setting for her.  
Summary 
Findings from this analysis illustrate that mothers are aware of their child’s need, both 
within their homes, schools, and broader neighborhood. As families, especially mothers, are a 
child’s first socializer, ensuring that their needs are met to best work with their children, both 
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within and outside of their homes is important. Allowing these mothers to vocalize these needs, 
therefore, is key in improving the functionality of their neighborhoods.  
Regarding preschool recommendations, most mothers advised teachers to focus more on 
what they considered “fundamentals.” Essentially, this included a large focus on academic 
knowledge, which is supported by popular literature (Barbarin et. al., 2008; Doucet, 2008; Mistry 
et. al., 2010). As highlighted in previous chapters, nominal knowledge and emergent literacy 
skills are often the area of focus for families when preparing their children for school success 
(Mistry et. al., 2010). Aside from this, mothers also believed the child should be in control of 
showing the teacher how to best do this. When teachers allow the child to lead in their individual 
classroom needs, they’re able to demonstrate in which ways they need assistance. Therefore, 
mothers highlight teachers should be providing support and encouragement to students, including 
addressing their needs (whether academic based, or socioemotionally based) early on. 
Similarly, when providing advice for kindergarten teachers, mothers are again focusing 
heavily on supporting academic based knowledge. This is manifested through advising teachers 
to be patient with the child’s development and learning, supporting them through their growth, 
and providing encouragement to keep them on track and “pumped up” about school.  
Subsequently, mothers are advising kindergarten teachers on strategies to better work 
with families. One of the largest misconceptions about black families and their involvement with 
schools is that they’re disinterested in their child’s education (Doucet, 2008). Often times, this is 
influenced by the ways in which they engage differently in the schooling of their children (e.g. 
extended at-home involvement, use of extended family members, etc.). By offering these 
strategies, teachers can be made aware of what the families’ needs are. Thus, they can generate 
additional opportunities for parents to be present for school-related activities.  
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Lastly, mothers offer advice for improving the functionality of their neighborhoods by 
increasing the accessible resources that are present. Mostly, mothers are asking for the addition 
of services and supports through neighborhood libraries. This is important to note, as when 
mothers were asked to report what resources they perceived in their neighborhoods, fourteen 
mothers identified that there was already a library present in their neighborhood. However, not 
all of these mothers were able to identify what services, if any, are present for young children. 
This suggests that even though these libraries could serve as a resource for families, mothers 
don’t deem them as a source that’s available or worthwhile for them to use.  
 Families are also hoping to increase their social capital through the addition of local 
community centers and additional support people that can aid in preparing their children to be 
successful in school. As previously highlighted, the transmission of knowledge and resources for 
these families is often intergenerational. Increasing their sources of information to people outside 
of their kin-circle, and child’s school can aid in increasing their knowledge surrounding school 
readiness. 
Overall, these findings allow mothers, in their own words, to voice what the needs are for 
their children. As these families are the experts on their lived experiences, their perspective on 
how to increase the functionality of their neighborhoods should be valued
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CHAPTER 10: DISCUSSION 
This study aimed to explore the parenting practices of Black mothers in a high-risk urban 
neighborhood to better understand how they prepare their children for the transition to 
kindergarten. Through the utilization of qualitative methods, rich, detailed, first-hand accounts 
from Black families were produced (Creswell, 2013; Taylor, & Bogdan, 1998). This is 
significant because social work scholarship, especially with an asset-based approach, examining 
parenting practices and school readiness within an urban context is very limited.  
Many of the studies that examine academic achievement and minority populations focus 
on underperformance/ unpreparedness and lack of positive parental involvement (Doucet, 2008; 
Mistry et. al., 2010). However, through the process of storytelling, the participants in this study 
are given voice to challenge the majoritarian perspective and demonstrate their individual agency 
(Ungar, 2003) The strength of utilizing an asset-based approach in this particular study is that 
findings illustrate the various ways Black families are engaged in their child’s schooling, 
challenging how we contextualize parental involvement in different environments (Doucet, 
2008; Mistry et. al., 2010).  
Additionally, this study examines parenting practices that promote both academic and 
social-emotional preparedness. This makes a significant contribution to the field of school 
readiness research because many studies examining emergent literacy development and school 
readiness in relation to Black children do not explore how families prepare their children to 
behave in the classroom (Barbarin et. al., 2008). As behavior has a direct influence on their 
overall educational experience, including how they are treated by their teachers, the amount of 
time they can spend receiving in-class instruction, and the amount of knowledge they are able to 
retain through direct in-class instruction, understanding how parents prepare their child’s socio- 
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emotional needs during the transition to kindergarten is an important contribution (Pearl et. al., 
2014; Mistry et. al., 2010; Barbarin et. al., 2008; Bono, Sy, & Kopp, 2016).  
There is an abundance of research that explores the role of parenting on the educational 
outcomes of children (Jarrett, 1995, 1999; Mistry et. al., 2010; Brodsky, 1999; Barbarin et. al., 
2008; Bono, Sy, & Kopp, 2016). Additionally, research outlines the specific ways in which 
parents can be involved in the child’s education to best promote academic achievement 
(Humphrey, 2013; Jarrett, 1999). However, what is limited in this existing literature is the voices 
and experiences of Black families, specifically those in high-risk urban neighborhoods. By 
ignoring these socio-cultural factors in their sample and analysis, these studies fail to capture the 
nuances Black families face that influence their daily-lived experiences, including how they 
interact and navigate their neighborhoods to promote their child’s readiness for school Therefore, 
this study offers several contributions. 
Main Findings 
The main findings from this research highlight the critical role of families in preparing 
young children for success in school. The parenting practices of families as they prepare their 
children for the transition to kindergarten was examined to reveal several key findings, including 
the ways in which these strategies persist through generations to shape individual beliefs about 
what it means to be ready for school success. Additionally, recommendations by families on how 
to increase resources to promote school readiness in their neighborhoods is also highlighted.  
Meaning of School Readiness 
While mothers have various beliefs about what it means to be ready for school, primarily 
their focus is on academic preparations, which includes teaching nominal knowledge (i.e. letter, 
numbers, colors, or shapes) and skills for emergent literacy development (i.e. reading, writing, 
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spelling, tracing, or drawing). This aligns with mainstream literature on how families are 
conceptualizing the meaning of school readiness (Puccioni, 2015; Barbarin et. al., 2008; 
Diamond, Reagan, & Bandyk, 2000). However, skills demonstrating the development of 
socioemotional skills was not far behind. Out of the twenty-one mothers in this sample, twenty 
believed school readiness encompassed being able to demonstrate their mastery of nominal 
knowledge, eighteen believed their child should demonstrate skills of emergent literacy 
development, and seventeen highlighted socioemotional skills as critical school readiness skills. 
This is a significant finding as literature that addresses the families' preparations on teaching 
their children how to behave in the classroom is limited (Pearl et. al., 2014).  
Gender Differences in School Readiness Beliefs 
 Gender played an important role in the school readiness preparations for most of the 
mothers in this sample. Of the twelve mothers of boys, nine believed there were specific skills 
and abilities their child needed to know before transitioning to kindergarten because they were a 
boy. Primarily, these were skills that represented advancements in their socioemotional 
development. This is unsurprising, as we know that Black boys often face increased punitive 
treatment in the classroom for negative behaviors (Stagman & Cooper, 2010). With increased 
chances for detention, suspension, expulsion, or other forms of reprimand, (Stagman & Cooper, 
2010), these mothers focus on ensuring their sons can get along with other children, focus, 
follow directions, and control their emotions.  
 While these were skills also highlighted by mothers of daughters as important during the 
transition to kindergarten; regarding the specific skills their daughters needed because they were 
girls, seven mothers spoke on the importance of building their daughters confidence, teaching 
body awareness, and maintaining safe spaces. These differences represent an understanding these 
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families have of the varying challenges their child can anticipate experiencing based on their 
gender expression (Galdi, Cadinu, and Tomasetto, 2014). Especially for the girls, mothers 
expressed concern for them to understand their bodies, the attention it may cause, and the 
meaning of privacy and safety, as it’s believed they are at increased risk for personal 
victimization the more their exposed to their neighborhoods (Thomas et. al., 2012). 
Subsequently, these others understood that their daughters may need more motivation to build up 
their confidence about their ability to perform, well in school. As expressed by Galdi, Cadinu, 
and Tomasetto, young girls often hold inferior beliefs about their academic abilities than boys 
(2014). As such, this is addressed in this study by providing daily motivation to encourage their 
daughters to excel in their schooling.  
Mothers’ At-Home Parenting Practices 
 Findings from this study suggest that low-income Black mothers utilize various strategies 
to engage in the at-home school readiness preparations of their children. Challenging the 
majoritarian perspective that speaks on the lack of parental involvement of Black families, these 
findings demonstrate the educational activities and tools being used to assist their children in 
their transition to kindergarten. All twenty-one mothers were engaged in educational activities 
with their children, including reading with their child, playing games, singing, and reviewing and 
reciting materials covered by teachers. These activities primarily aided in the development of 
academic skills such as letter and number recognition. Thirteen mothers utilized educational 
tools, such as electronic devices, workbooks/ worksheets, flashcards, educational programs, and 
blackboards/ dry erase boards/ poster boards to further develop their child’s nominal knowledge 
and emergent literacy development.  
Involvement of Extended Family Members 
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Extended family members, including grandparents, aunts, and cousins as well as 
residential and non-residential fathers and siblings are each contributing to the school readiness 
preparations for the majority of families (n=20). These extended family members play a critical 
role in supplementing the information children receive from their mothers and teachers to ensure 
they are fully prepared for the transition to kindergarten (Jarrett, Hamilton, & Coba-Rodriguez, 
2015). Specifically, this finding challenges the idea that Black families don’t hold the same value 
of education as their more affluent counterparts by illustrating the various ways generations of 
family members each participate in school readiness preparations. Similar to mothers, the focus 
of these preparations was on increasing nominal knowledge and emergent literacy skills. 
However, extended family members did engage in correcting behavior, which can aid in the 
development of socioemotional skills (i.e. regulating emotions and approaches to learning).  
Mothers’ Early Educational Experiences 
 Exploring mothers’ early educational experiences helps us understand their commitment 
to ensuring their children are prepared for school success (Jarrett, & Coba-Rodriguez, 2015). 
Findings from this analysis demonstrate that nineteen mothers had positive early experiences in 
school, while two mothers, Raven and Jazlyn, struggled to feel encouraged. Even still, all 
mothers document the use of this knowledge to influence how they engaged with their children, 
both at-home and in school settings.  
Mothers’ Desires for Child’s Educational Attainment 
Research surrounding intergenerational theory and educational attainment suggests that 
the schooling experiences and overall educational attainment of parents’ influences the outcomes 
of children (Mare, 2011). Explained through Bourdieu’s Cultural Capital theory, a range of 
positive parenting practices can significantly impact the academic aspirations and educational 
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outcomes of children (1986). As such, our findings suggest that mothers hold very high 
educational aspirations for their children (e.g. college entry, college completion, and beyond), 
and engage in a range of activities, both at-home and in the school/ larger neighborhood, in order 
to prepare them for long-term school success. 
Intergenerational Parenting Strategies 
Mothers in this study demonstrated that beliefs about education are intergenerational, 
including beliefs surrounding academic achievement and parenting values. Specifically, the ways 
these mothers chose to engage with their children, including the tools and activities they use to 
prepare their children for kindergarten, and the advice they give their children about school, has 
been influenced by the ways in which their families previously engaged with them. This aligns 
with popular literature on the intergenerational influences of family dynamics, and its impact on 
the educational trajectory of children (Mare, 2011; Bourdieu, 1986; Johnston, Bailey, & Wilson, 
2014).  
Neighborhood Resources 
While mothers highlight the lack of resources available in their neighborhoods to support 
their children during the transition to primary school, they demonstrate their resilience by 
making use of the tools available to assist in their child’s transition to kindergarten. 
 Support places. Primarily, when mothers have questions about getting their children 
ready for school, they are resorting to asking their child’s teacher or other support staff in the 
school. This demonstrates the importance of high quality preschool programs being available and 
accessible to families in low-income neighborhoods (Snow, 2006; USDHHS, 2017), as it’s often 
the only place families feel comfortable asking questions about how to prepare their children to 
continually do well in school. Subsequently, this highlights the significance of Head Start 
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Programs for Black families (USDHHS, 2017); as the mandate for Head Start is to offer 
workshops and parenting supports that aid in addressing many of the concerns families have in 
preparing their children for the transition to kindergarten (e.g. how to choose a kindergarten, 
what their child needs to know before entering kindergarten, how to access their child’s 
readiness for kindergarten, etc.)   
 Support people. Family (grandmothers, cousins, and sisters), as well as friends also 
serve as a resource to mothers in regard to getting their children prepared for the transition to 
kindergarten by answering school readiness questions. We know that a strength of low-income 
families is often their close-knit relationships, which is often essential for these families to aid in 
the rearing of their children (Sampson, 2009; Jarrett, Bahar, & Taylor, 2011). As these are people 
that mothers develop a very trusting relationship with, they value their advice regarding skills 
and abilities they should focus on teaching their children, as well as schooling recommendations. 
Theories on collective socialization can help explain this phenomena by illustrating how close-
knit communities of people cultivate their own resources in an effort to adapt to their 
neighborhood conditions (Collins et. al., 2010: Hollingsworth, 2013; Jarrett, 1999; Jarrett, 
Hamilton, and Coba-Rodriguez, 2015).  
Mothers’ Recommendations for Neighborhood Improvement  
Mothers offer recommendations for preschool teachers/programs, kindergarten 
teachers/programs, and community resources in an effort to improve the functionality of their 
neighborhoods. Primarily, mothers would like for preschool to be a place where children are 
learning the fundamental knowledge and skills they would need to succeed in kindergarten. 
However, allowing a child to lead in demonstrating a child to lead this instructing and 
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encouraging during the process were also important. Similarly, mothers have similar desires for 
kindergarten teachers (i.e. being patient/ supportive and allowing the child to lead).  
Specifically, in regard to resources within their immediate neighborhood, mothers are 
hoping to increase local resources, including libraries and community centers, as well as 
increasing the number of support people that can answer school readiness questions.  
Contributions 
 This dissertation offers substantive, methodological, theoretical, and practice/ applied 
contributions on the school readiness preparations of low-income Black families. Specifically, 
this research enriches our understanding of the specific parenting beliefs and practices of Black 
families that aid children during their transition to kindergarten. this study adds to existing 
literature on the importance of parenting practices on the academic and socioemotional 
development of Black children in high-risk urban neighborhoods. While we acknowledge that 
not all Black families in these environments demonstrate the same resilient behaviors. It is 
important to highlight the experiences of families who’ve found ways they are able to identify 
and utilize the resources they need to ensure the future successes of their children.  
Substantive 
 The findings from this study align with research on the school readiness practices among 
Black families (Barbarin et. al., 2008; Malsch, Green, & Kothari, 2011). Mothers in this sample 
primarily focused on nominal knowledge (i.e. letter, number, shape, and color recognition) and 
emergent literacy skills (i.e. reading, writing, drawing, tracing), which support research 
documenting families’ heavy focus on academic skills (Diamond, Reagan, & Bandyk, 2000; 
Barbarin et. al. 2008; Malsch, Green, & Kothari, 2011). However, we also see that for many 
mothers, socioemotional skill development was also important. These findings are supported by 
 232 
existing theories that highlight while families do prioritize academic abilities, they still do 
acknowledge the importance of skills, such as being focused in the classroom, taking teacher 
instruction, and getting along with peers. This suggest that Black families understand that both 
academic knowledge and socioemotional development are important skills for school success. 
 Most importantly, this research illustrates that, regardless of the narrative produced in 
mainstream scholarship, Black families are involved in the day-to-day educative process of their 
children. Consistent with prior research on Black families by Jarrett and Coba-Rodriguez (2015) 
highlighting the value these mothers place on education. As documented in chapter 4, for many 
of these families, success in kindergarten is only a stepping stone for future success (Jarrett, & 
Coba-Rodriguez, 2015). The child’s ability to do well at this stage sets the foundation for a 
successful educational trajectory.  
 Setting this foundation is important for these mothers, as they hold high aspirations for 
their child’s overall educational attainment. For many low-income Black families, education is 
often the only way they perceive escaping poverty (Brodsky, 1999; El Nokali, Bachman, & 
Votruba‐Drzal, 2010). And while a majority of the mother’s in this sample had attained some 
college education (e.g. 47% attained some college, and 14% attained an associate degree), none 
of them reported earning a 4-year college degree. Subsequently, the majority of the mothers in 
this sample reported an income of less than 10K annually. Their daily investments into their 
children aid in the development of positive parent-child relationships and promote the 
importance of education to their children (Dexter, Wong, Stacks, Beeghly, Barnett, 2013; El 
Nokali, Bachman, & Votruba‐Drzal, 2010; Gelber, & Isen, 2011). When children are able to see 
the visible work, their families invest into their academic futures, they are more likely to do well 
in school (Gelber, & Isen, 2011; Hampton, Fantuzzo, Cohen, & Sekino, 2004; Humphrey, 2013). 
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 Specifically, mother’s in this sample highlight the specific strategies they are using to 
prepare their children for school success based on their gender. While no differences were noted 
in mother’s academic preparations, we see that mothers are preparing their children to engage 
different socially. This aligns with prominent literature that reports no significant differences in 
the academic measures of young boys and girls (USDC, 2015). 
 Not only were these mothers able to identify the skills they believed their children needed 
to be successful in school, but they also reported what they needed to do to support their children 
and ensure they stay on the right path. This primarily consisted of being a continuous source of 
support/ encouraging, monitoring their child’s interactions, and being a good role model. This is 
supported by research that discusses how positive parent-child relationships can aid in shielding 
children from the dangers in their neighborhoods by serving as a protective factor (Hampton, 
Fantuzzo, Cohen, & Sekino, 2004; Humphrey, 2013; Jarrett, 1999). For many of these mothers, 
fears about the type of interactions their children will increasingly be exposed to in their 
immediate neighborhood environment as they age was a big concern. As their child’s ability to 
achieve their long-term desired academic aspirations is contingent on their perceived ability to 
do well at this stage in their education, mothers work to build those protective relationships with 
their children so that they can shield them from potential dangers. 
 Additionally, mothers addressed potential barriers that can derail their children long-term. 
Primarily, negative influences (i.e. increased exposure to peers engaged in risky behavior, 
violence/ crime/ gang activity, and personal victimization) can all impact their educational 
outcomes and are realities for children in high-risk urban neighborhoods (Perry, Tabb, & 
Mendenhall, 2015; Thomas et. al., 2012). In fact, research shows that 80% of children in these 
communities will witness community violence by latency (6-11 years old), and an overwhelming 
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70% will report being a personal victim of community violence (Cooley-Strickland et. al., 2009). 
However, aligned with leading scholars, this study illustrates that parental investments in day-to-
day school readiness activities, both within the home and school, can aid in shaping children’s 
expectations for success and perceptions of their neighborhoods (Hampton, Fantuzzo, Cohen, & 
Sekino, 2004; Humphrey, 2013; Jarrett, 1999; Jarrett, & Coba-Rodriguez, 2015; Jarrett, 
Hamilton, and Coba-Rodriguez, 2015).  
 However, we know that low-income families experience various challenges that impede 
on their ability to fully engage in their child’s schooling at the same level as their affluent 
counterparts (Doucet, 2008; Mistry et. al., 2010). This often contributes to misunderstandings 
among educators about these families’ investment in their child’s schooling. In these situations, 
our mothers report the involvement of their extended kin- residential and non-residential fathers 
and siblings, grandparents, aunts, and cousins who all engage children in school readiness related 
activities.  
 An important finding is the nearly equal engagement of both residential and non-
residential fathers. Challenging the stereotype that the majority (nearly 80%) of Black women 
are single mothers, with absentee partners. We see that out of all other extended family members, 
fathers were the most engaged. This supports a recent finding from the National Center of Health 
Statistics that reports Black fathers are more engaged in day-to day activities with their children, 
more than both White and Latino fathers (Jones & Mosher, 2013). Specific to school readiness 
practices, we know that nationally, 34.9% of residential fathers and 7.8% of non-residential 
fathers read to their children daily (Jones & Mosher, 2013).  
 These finding contribute to our understanding of the resilience of these families. 
Understanding the many challenges they encounter in their homes, schools, and neighborhoods 
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that influence the ways in which they engage their children as they prepare for the transition to 
kindergarten is essential. This study provides further evidence on the mechanisms of 
transmission within high-risk urban neighborhoods and their influence on the developmental 
outcomes of children. Subsequently, this study documents the role of family, especially 
grandparents, play in shaping the parenting strategies of our participants. specifically, we see that 
advice about the importance of school success and ways to ensure children do well, are passed 
down through generations (e.g. mother to child/ grandparent to child). This finding aligns with 
research in highlighting these nuances that demonstrate the ways in which Black families adapt 
their parenting to ensure the successful academic and socioemotional development of their 
children.  
Methodological 
This study offers many methodological contributions. The use of qualitative methods in 
this analysis provides an in-depth exploration into the lived experiences of low-income Black 
mother in high-risk urban neighborhoods as they prepare their children for the transition to 
kindergarten (Taylor & Bogdan, 1998; Walsh, 2002; Jarrett, Bahar, & Taylor, 2011; 
Hollingsworth, 2013). This aids in our understanding of the nuanced cultural practices within 
their homes and broader neighborhood (Creswell, 2013; Taylor, & Bogdan, 1998; Walsh, 2002). 
This interpretive approach privileges the voices of Black mothers by allowing them in their own 
words to describe their complex daily lives (Creswell, 2013; Taylor, & Bogdan, 1998; 
Hollingsworth, 2013).  
This study, therefore, expands on existing research through the use of in-person 
interviews, photographic documents, and participant observations. Through continuous 
engagement with study participants, a trusting relationship was developed, which aided in their 
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willingness to discuss such intimate parts of their lives, such as personal relationships within 
their families, early experiences in school, and desired aspirations for their children (Taylor, & 
Bogdan, 1998). This is evidenced, for example, through Leah’s sharing of the tragic murder of 
her brother, and how that influences her parenting approach with her son Abdul. These personal 
stories are not included in the analysis of large data-sets (Leventhal & Brooks-Gunn, 2000). The 
use of qualitative methods in this study aids in exploring the complexities in these families lives. 
As a majority of studies on parenting practices and child developmental outcomes relies on the 
use of quantitative analysis, this study attempts to fill that gap.  
Additionally, the basis of social work is the use of evidence-based/ research-informed 
practice. This use of qualitative methods in this study aids in establishing a connection between 
relevant research and social work practitioners (Mullen, Bledsoe, & Bellamy, 2008; Ungar, 
2003; Grinnell & Unrau, 2010). This is important, as social work scholarship that examines 
neighborhood mechanisms and parenting practices within an urban context is very limited. 
Existing literature that explores neighborhood effects and child developmental outcomes in 
relation to parenting often focuses on middle class White models. In addition, the few studies 
that do include Black families in their sample do not thoroughly examine the role of race in their 
critique. This is problematic because these studies don’t take into account the specific cultural 
nuances Black families face that influence their daily-lived experiences as well as how they 
interact with their neighborhoods.  
 Social workers play an important role in community building strategies (Mullen, Bledsoe, 
& Bellamy, 2008; Grinnell & Unrau, 2010). They are trained to be equipped with the knowledge 
and skill-set to adequately implement needed services, as well as serve as a liaison between 
families and educators (Mullen, Bledsoe, & Bellamy, 2008; Grinnell & Unrau, 2010). This can 
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aid in the implementation of resources to encourage the continuous engagement of Black 
families both at-home and in school settings. Therefore, the availability of research-informed/ 
evidence-based practice surrounding neighborhood mechanisms and parenting behaviors among 
Black families in urban settings is critical. Increasing the presence of empirically-based research 
regarding effective interventions to promote the healthy academic and socioemotional 
development of Black school-aged children is needed. 
 Through this increase in social work scholarship, social work practitioners can begin to 
offer policy suggestions that include:  
1. Increasing access to neighborhood resources (e.g. libraries with up-to-date technological 
services and extended hours for working families), 
2. Increasing neighborhood safety through revitalizing empty lots/ spaces (e.g. safe 
playground spaces, community gardens, etc.) so that children can engage in peer play, 
promoting the development of socioemotional skills, 
3. Developing programs to increase the academic preparedness of Black children before 
they enter primary schooling, and academic tutoring/mentoring programs to ensure their 
long-term academic success (e.g. head start and after-school programs), and lastly, 
4. Creating better community partnerships between families and community stakeholders 
(e.g. neighborhood platforms such as monthly meetings) so that continuous conversations 
on neighborhood improvement strategies can take place.  
Theoretical 
 This dissertation aids in our understanding of the availability and access of essential 
resources within high-risk urban neighborhoods that aid in the academic and socioemotional 
development of low-income Black children. Utilizing this theoretical framework, I examined the 
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direct effects, both public and private, identified by families that aided in preparing their children 
for kindergarten. these services included, 1) Head Start program (teachers and support staff), 2) 
libraries, and 3) community entities like churches.  
 Findings from this study demonstrate that these families are under-utilizing their 
neighborhoods, mostly due to their perception of what resources are actually present. As has 
been highlighted in this study, limited resources can have devastating consequences on families 
(O’Brien, O’Campo, and Brodsky, 1999; Jarrett, 1999). However, it is not enough for these 
resources to merely exist (Jarrett, Bahar, & Taylor, 2011). Families also have to believe that they 
can benefit from them (Jarrett, Bahar, & Taylor, 2011). This is demonstrated, for example, by 
fourteen if the twenty-one mothers in this study who identify the presence of a library in their 
neighborhood. However, only three of these mothers actually report using their services, even 
though nine of these mothers specifically identify services offered through the library that 
promote school readiness.  
 In place of these public resources, mothers identify their child’s school, the Mariette 
Meyer Head Start Program, and family and friend are where they’re getting most of the 
information they need to prepare their children for school success. For these families, the support 
offered through these personal relationships established with key figures (i.e. teachers/ school 
support staff, fathers, grandparents, aunts, and friends) aids in producing a culturally nuanced 
perspective. These are individuals who understand the daily lived realities of the study 
participants and can provide the advice and information needed in a culturally-responsive way.  
 This aids in our understanding of how these families operate in their neighborhoods. 
Specifically, these findings highlight the close-knit nature of urban communities (Jarrett, 
Hamilton, and Coba-Rodriguez, 2015). Through this framework, we are able to examine how 
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families cultivate their own resources in an effort to adapt to their neighborhood conditions and 
perception of limited public resources (Barnes, 2012; Galster, 2012; Jarrett, 1995).  
 Additionally, this dissertation builds upon existing literature on family resilience. This 
study utilizes a family resiliency model of stress, adjustment, and adaption to explore the strong 
interpersonal relationships between family members that assist in the school readiness 
preparations of low-income Black children. Managing both the daily stresses in their lives that 
impact their family functionality, while simultaneously preparing their children for the transition 
to kindergarten can be an extremely stressful time (Caughy, O'Campo, & Muntaner, 2004; 
Collins et. al., 2010). Compounded with their daily experiences of racial and income-based 
inequalities, and fears of pending changes in their child’s social interactions and learning 
environment (Hollingsworth, 2013). While outcomes in this study were not measured, this study 
focuses on the modes of adjustment (i.e. family/ neighborhood resources, means of coping, and 
problem solving). Incorporating personal accounts for study participants, the resilient processes 
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 Mothers in this sample reported their background stressors included socioeconomic 
status, racial status, their child’s transition to school, and neighborhood safety. These stressors 
can be understood as events that occur at a specific point in time and potentially have the ability 
to produce changes in the functionality of families (Hollingsworth, 2013). While these families 
are able to anticipate increased neighborhood exposure through their child’s transition to 
kindergarten, the occurrence of both of these events pose as a challenging period for families. As 
such, families experience various demands, including both familial and work responsibilities, as 
well as structural/ cultural challenges. The pile up of these demands combined with their 
identified stressors contribute to family vulnerability during this critical stage in the child’s 
development. 
 However, mothers display their resilience through the use of various resources that 
facilitate their ability to cope with their lived realities and problem solve. Regarding family 
resources, the human, social, and cultural capital of mothers and grandparents (e.g. mothers’ 
early school experiences, advice given from grandparents, knowledge attained through 
storytelling) aided in adjusting to their identified family vulnerabilities. Neighborhood resources, 
as previously discussed, encompassed the Head Start program teachers and support staff, 
libraries, community centers, and churches that provided assistance to families as their children 
prepared for the transition to kindergarten (e.g. meetings, workshops, and one-on-one support).  
 Through utilization of these resources, these mothers demonstrate their individual 
agency, as they function within their neighborhoods to best prepare their children for 
kindergarten success, despite their familial vulnerabilities (Hollingsworth, 2013; Brodsky, 1999; 
Jarrett, 1999). Mothers are able to cope within their individual circumstances though the 
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intergenerational transmission of knowledge and skills (e.g. how to navigate their environments 
to identify and utilize needed resources for success). These coping mechanisms are transmitted 
through the stories families tell about their schooling, ways they’ve had to adapt in order to 
survive, and their overwhelming belief in the attainment of education in order to escape poverty. 
This contributes to generations of familial investment into the positive educational outcomes of 
children. Highlighting that these families highly value educational success.  
 Therefore, families adjust their parenting practices to promote a successful transition to 
kindergarten for their children. This includes both the use of extended family members, Head 
Start support staff, and other identified neighborhood resources. The strength, ability, and 
resilience of Black families in these environments is evidenced by their ability to adapt their 
parenting practices to ensure the healthy development if their children. Through these resilience 
behaviors, these families are able to serve as a protective factor for their children, through 
generations of experienced inequality and resistance, their means of coping and problem-solving 
lead to an ability to adjust and adapt to their realities.  
Applied 
 Mothers offer policy and practice recommendations to support families during the 
transition from preschool to kindergarten. this allows us to facilitate conversations with key 
members in the neighborhood to best understand how to add needed resources. This serves as the 
best approach to meet the continuous development needs of young children, as demonstrated by 
the mothers in this study, who are keenly aware of their child’s needs at home, school, and the 
broader neighborhood. Allowing these mothers too vocalize these needs, therefore, is key in 
improving the functionality of their neighborhoods. 
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 Aligned with their parenting practices at-home, mothers are mainly recommending both 
preschool and kindergarten teachers to focus on teaching their children what they consider “the 
fundamentals.” This primarily consisted of forms of nominal knowledge and emergent literacy 
skills. This is in tune with literature on school readiness practices among Black families 
(Puccioni, 2015; Barbarin et. al., 2008; Diamond, Reagan, & Bandyk, 2000). While 
socioemotional skills were also mentioned, it was primarily in its relation to promoting academic 
development.  
 Additionally, mothers advise teachers on strategies to best work with families. While 
these recommendations were only made to kindergarten teachers, this is advice that would be 
beneficial to teachers at all grade levels (Humphrey, 2013; Puccioni, 2015). As one of the largest 
misconceptions of Black families and their in-school involvement is they they’re disengaged 
(Doucet, 2008; Mistry et. al. 2010), having first-hand accounts from mothers on how teachers 
can best engage families is extremely critical. Through offering these strategies, schools are 
more aware of the needs of their students, and their families. Therefore, they are able to generate 
needed resources and tools for increased familial presence at school-related activities.  
 This is critical as it aids in the cultivation of family-school partnerships (Yull, Blitz, 
Thompson, & Murray, 2014; Christenson, 2004), which can increase the academic achievement 
and socioemotional development of children (USDHHS, 2017; Yull, Blitz, Thompson, & 
Murray, 2014; Christenson, 2004) and parental participation in school (USDHHS, 2017; Yull, 
Blitz, Thompson, & Murray, 2014; Christenson, 2004). For example, mothers in this study spoke 
of their need for teacher flexibility when scheduling parent-teacher conferences. Through this 
dialogue, schools can become more aware of scheduling challenges and the best ways to get 
more families engaged within the school.  
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 Furthermore, family-school partnerships can help teachers develop better relationships 
with students (Yull, Blitz, Thompson, & Murray, 2014; Christenson, 2004). Teachers 
interactions with students can be improved, as they’ll have a more nuanced understanding of the 
factors at-home, shaping the child’s behavior (Barnett, & Friedman-Krauss, 2016; Yull, Blitz, 
Thompson, & Murray, 2014; Christenson, 2004). This can increase teacher’s ability to “pump 
up” students as recommended by mothers in this study, because they’ll have a deeper 
understanding of how to interact with the child (Barnett, & Friedman-Krauss, 2016; Yull, Blitz, 
Thompson, & Murray, 2014; Christenson, 2004). Having a more individualized approach and 
understanding of each students’ needs may increase both academic achievement and 
socioemotional development for young children.  
 Hence, when considering resources to add to low-income neighborhoods, Head Start is a 
viable option. As reported by the mothers in this sample, their Head Start program was essential 
in preparing their children for the transition to kindergarten with preparedness ratings ranging 
from nine to ten-plus. The National Institute for Early Education Research (NIEER) describes 
Head Start as a “comprehensive child development program that provides education and support 
services to children and their families,” (Barnett, & Friedman-Krauss, 2016, pg. 11). Not only 
does this program promote academic and socioemotional development, but also focuses on the 
physical health needs of children (Barnett, & Friedman-Krauss, 2016). In fact, according to the 
2016 Illinois Head Start Profile, 44,830 children had continuous accessible health care and 
41,478 had continuous access to dental care. Additionally, 5,229 children with special needs 
were identified through Head Start programming (USDHHS, 2017).  
 Regarding cognitive developments through Head Start enrollment, 38% of children 
reduced their vocabulary deficit, and 31% were less likely to have been held back a grade 
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(USDHHS, 2017). Both nationwide and in the state of Illinois, Black children benefit the most 
from Head Start programming, with a reported 42% of all enrollees in Illinois identifying as 
Black (USDHHS, 2017). This is critical, as children who participate in Head Start programming 
display immediate advantages (USDHHS, 2017; Barnett, & Friedman-Krauss, 2016). 
Subsequently, these benefits have been noted across generations, indicating the intergenerational 
transmission of knowledge acquired through enrollment in this program.  
 However, out of all eligible children in the state of Illinois, only 39% of these children 
had access to a Head Start program (USDHHS, 2017). A 21% drop from 2016 (USDHHS, 
2017). Early Head Start showed even more disparity, with only 7% of eligible children receiving 
access to programs, down 2% from 2016 (USDHHS, 2017). Research demonstrates that 
enrollment in Early Head Start significantly increases the likelihood for enrollment in a Head 
Start program, as well as increases the overall academic and socioemotional development while 
enrolled in Head Start (Snow, 2006; USDHHS, 2017; Barnett, & Friedman-Krauss, 2016). In 
order to improve the overall life outcomes experienced by young Black children, especially those 
from disadvantaged backgrounds, increasing their access to high-quality preschool programs, 
such as Head Start is critical.  
 Increasing this access, however, will require substantial federal investment (Barnett, & 
Friedman-Krauss, 2016). As it currently stands, the program’s budget is simply not enough to 
support the comprehensive services currently by Head Start programs (USDHHS, 2017; Barnett, 
& Friedman-Krauss, 2016). This impacts the availability of programs quality of services, and 
number of children able to enroll in Head Start programs nationwide. Hence, the 
recommendation from this study is to increase policies nationwide so that all children who are 
eligible for Head Start services are able to enroll in the program. Every child has a right to 
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quality education. For low-income Black families in high-risk urban neighborhoods, Head Start 
is the best investment families can make to promote their child’s early care and education 
(Barnett, & Friedman-Krauss, 2016; USDHHS, 2017).  
Limitations and Future Research  
As with most research, this study is anticipated to have some limitations. While the 
individual experiences of our participants may be nuanced, this study only focuses on low-
income Black women within one particular neighborhood. In addition, all participants were also 
recruited from the same school. As Head Start families are known for their resilient strategies, 
(Snow, 2006; Gelber, & Isen, 2011), this may pose as a limitation to this study. While there are 
clear justifications made throughout as to why it’s important to focus on this particular 
population, future research should look to expand this sample to draw conclusions across 
racial/ethnic, and socioeconomic lines, as the experience, beliefs, and individual parenting 
practices can vary in these situations. Parent-teacher relationships, classroom environments, and 
availability/accessibility of resources may also vary across school locations/ programs. 
Extended family members play a key role in the socialization practices and child rearing 
in Black families, as documented in this study (Bagley, & Carroll, 1998; Doucet, 2008; Jarrett, 
Hamilton, & Coba-Rodriguez, 2015). While we asked our participants to reflect on the role any 
family members may play in the literacy development of their children, this study doesn’t 
directly include these members’ voices into the analysis. Subsequently, while more than 60% of 
Black mothers in high-risk urban neighborhoods classify as head of household; many fathers are 
present and play an active role in the lives of their children. Gathering information from fathers 
and extended family members (aunts/uncles, grandparents, cousins) can aid in contributing to the 
richness of future studies in this area by demonstrating how family involvement increases school 
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readiness among low-income Black children (Jarrett, Hamilton, & Coba-Rodriguez, 2015).  
Lastly, time is also a limitation to this study. While this study uses various data collection 
methods to illustrate the daily-lived experiences of the participants, interviews are a reflection of 
a singular time period. The development of a longitudinal study that examines the phenomenon 
across multiple time periods would allow for a greater understanding of the parenting practices 
of low-income Black families that contribute to the literacy development and overall school 
readiness of their children.  
In conclusion, this study examines the transitional period as families prepare their 
children for kindergarten entry. Highlighting the critical role mothers, residential and non-
residential fathers, and other extended kin play on shaping the child’s academic and 
socioemotional development, this study theorizes that the resilience demonstrated by these 
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APPENDIX A: PARTICIPANT DEMOGRAPHIC FORM 
 
 All information will be kept confidential.  
 





Contact Number: ________________________  
   
Alternate Contact Info:  
   








Neighborhood/Community Name: ________________________________________________ 
 
How long have you lived at your current address?___________________________________ 
 
Where did you live before moving to this address?:__________________________________ 
 
How long have you lived in this community? _______________________________________ 
 
Where did you grow up?________________________________________________________ 
 
Number of Children: ______________________ Age(s): _____________________________ 
 
How many children in Mariette Meyer Head Start? _________________________________ 
  
Education: 
a. Less than 8th grade 
b. Some High School 
c. High School Diploma or G.E.D. 
d. Trade School 
e. Some College 
f. Associates Degree 
g. Bachelor’s Degree from a 4 yr. College 
or more 
 
Household Income (per year): 
Ethnicity/Race: 
a. African American/Black 
b. Caribbean/ West Indian 
c. Caucasian/White 
d. Latino/Hispanic 
e. Native American/Indian 




















Do you participate in any public assistance programs? Circle all that apply 






g. Other___________________________ (please specify) 
 
What you do for a living? ___________________________________________________ 
 
List of People at Your House: 
 







































APPENDIX B: SCHOOL READINESS PROTOCOL 
 
Introduction: Today I would like to talk with you about what it will be like for your child to start 
kindergarten. People have different ideas about what happens before and after children start 
school. I would like to hear what your experiences getting your child ready for school have been 
like. Just as a reminder, you do not have to do this interview if you do not wish to. Are you ready 
to begin? May I turn the tape recorder on? PLEASE CHECK EACH QUESTION 
 
I Introduction 
1. For someone who doesn’t know you, what kind of parent would you say you are? 
 
2. For someone who doesn’t know__________ (child’s name), how would you describe       
him/her 
   
II. Parent’s Role in Getting Children Ready for School 
 
1. What does school readiness mean to you? 
 
2. How would you describe a child who is ready for school? 
 
3. AND How would you describe a child who is not ready for school? 
 
4. In your opinion, what are the reasons that some children are ready for school  
 
5. AND in your opinion what are the reasons some children are not ready for school? 
 
6. What would you say are the skills and abilities that are most important for_________ 
(name of child) to learn before starting kindergarten? 
 
7. What specific things does your child have to learn before starting kindergarten 
because___ (child’s name) is a girl/boy? 
 
8. On a scale from 1-10, how ready would you say_________ (child’s name) is for 
kindergarten? 
 
Probe: Explain your rating 
Probe: What things does your child do that tells you that he/she is ready for 
school? 
Probe: What things does your child do that tells you that she/he is not ready for 
school? 
 




10. Who are some of the other people helping you to get________ (name of child) ready 
for kindergarten?  
 
Probe: Fathers, grandmothers, siblings, community adults 
 
11. What is _______ (name of person(s)) doing to help you get_______(child) ready for 
kindergarten? 
 
III. Preschool Preparation 
 
1. As a parent, what do you think preschool programs like Mariette Meyer should do to 
prepare children for kindergarten?  
Probe: skills and abilities 
 
2. On a scale from 1-10, how well would you say Mariette Meyer is preparing______ 
(name of child) for kindergarten? Why did you choose that score?  
 
3. What have been some of the positive ways that Mariette Meyer is preparing ________ 
(name of child) for kindergarten?  
Probe: skills, abilities 
 
4. What are the things that you would change about how Mariette Meyer is preparing 
_______ (name of child) for kindergarten? 
 Probe: skills, abilities that children did not learn 
 
5. What is Mariette Meyer doing to help you decide on a kindergarten for_____ (name of 
child)?  
Probe:  school information, tours, advice etc. 
 
6. What did you expect Mariette Meyer to do to help you find a kindergarten for _______ 
(name of child)? 
 
7. As a parent, how have you been involved in activities at Mariette Meyer? What 
activities, meetings, have you been involved in? 
Probe: What parent did at meetings? What parent learned at meeting/activity? 
 
IV. The Kindergarten Setting 
 
1. Tell me about the school_____________ (child’s name) is going to for kindergarten. 
Probe: What is the name of the school? 
Probe: What is the address of the school?  
 
2. How did you decide to send____________ (child’s name) to _________School? 
Probe: What do like about _________ School? 
Probe: What would you change about ______School? 
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3. What type of contact have you had with the school__________ (child’s name) is going 
to?  
Probe: conversations, meetings, visits, summer program for children 
 
4. How is ______ School helping you to get ________ (name of child) ready for 
kindergarten? 
 
5. What have you told__________ (name of child) about going to kindergarten? 
 
6. When you have questions about sending_________ (child’s name) to kindergarten, 
who do you talk to?  
 
List all the people you talk to about going to kindergarten 
 
7. Please give me some examples of when you asked someone a question about_____ 
(name of child) starting kindergarten?  
What did they tell you? [ask question for each person listed above] 
 
Based on the information that you learned from ________how did you use 
this advice with________ (child’s name)? [Ask this question for each person 
listed] 
 
8. Where do you go in the neighborhood when you have questions about getting______ 
(child’s name) ready for school? (List all the places where you go) [include addresses] 
 
9. Give me some examples of the times you went or will go somewhere in the 
neighborhood to get help with a question about kindergarten?  
 
What did they tell you? [ask for each place listed] 
 
Based on the information that you learned from __________how did you use 
this advice with _______ (name of child)? 
 
10. What are the resources that your neighborhood has to help parents and children get 
ready for kindergarten? 
 Probe: activities, programs, libraries [get addresses] 
 
11. What resources do you use OUTSIDE of your neighborhood to help parents and 
children ready for kindergarten?  
Probe: activities, programs, libraries [get addresses] 
 
 
V. Kindergarten Preparation School/Teacher’s Role in Getting Children Ready for School 
 
1. Now that _____ (name of child) is going to kindergarten, what kinds of things do think 
the kindergarten teacher will expect him/her to know and do? 
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 Probe: skills, abilities 
 
2. How well do think__________ (name of child) will meet these expectations? 
 
3. How well do you think_________ (your child) will do in kindergarten (i.e., grades, 
behavior?)    
 
4. In your opinion, why is it important for_______ (child’s name) to do well in 
kindergarten? 
 
5. Knowing your child as you do, how far do you think your child will go in school? 
 
6. What does_________ (child’s name) need to do in order to get that far? 
 
 7. What do you have to do as a parent to help___________ (child’s name) get that far? 
 
8. What do schools and teachers have to do to help your child get that far? 
 
9. What are the things that can stand in the way or keep________ (name of child) from 
going that far in school? 
 
VI. Early Educational Experiences (Adults) 
 
1. Growing up, what was school like for you? 
 
2. How would you describe your relationship with teachers?  
 
3. How would you describe your relationship with other students? 
 
4. How would you describe yourself as a student? 
 
5. What did you like about school?  
 
6. What did you dislike about school? 
 
7. Describe how your parents/family members were involved in your education when you 
were in elementary school?  
 
8. What did you think about your parents’/families’ involvement in your education? 
 
Probe: Wanted them to be more/less involved 
 
9. Now that you are a parent, how are you involved in_______ (child’s name) education? 
Would you say its’ the same or different from your parent/family? Explain 
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10. What stories did your parents tell about how it was for them going to school when 
you were growing up? 
 
When your parents told you stories about school, how did this affect how you felt about 
school or what you did in school? 
 
11. What advice did your parents give you about school when you were younger? 
 
12. Tell me about the advice you are giving to______ (child’s name). Is it similar or 
different from the advice your parents/family gave you? Explain 
 
 
VII. Kindergarten Recommendations 
Before we end, I would like you to imagine yourself in an advisory role that has the power to 
make changes that will help prepare children to get ready for the transition to kindergarten and to 
be successful. 
 
1. What advice would you give to preschools that prepare children for kindergarten? 
 
2. What advice would you give to the schools and kindergarten teachers that children 
will be going to? 
 
3. What kinds of community resources would you say that parents of preschoolers need 
to get them ready for kindergarten? 
 
4. Is there any other information that you would like to share with me that you think is 
important in getting children ready for kindergarten? 
  
 
Closing: Thank you for taking the time to complete this interview with me 
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APPENDIX C: PHOTO ELICITATION INSTRUCTIONS 
 
Pictures are a wonderful and fun way to get a better sense of what you and your family are doing 
to get___________ (name of child) ready for kindergarten during a typical week. We are 
interested in this information because it will help us better develop programs to meet the needs of 
families like yours and for preschoolers who will be transitioning to kindergarten.  
 
I would like you to use this camera to take pictures of a typical week for your preschooler. As 
best as you can, please take pictures that represent what you are doing to get_______ (name of 
child) ready for kindergarten. We would like you to take pictures for a full week (7 days). So, for 
example, if you start taking pictures on Wednesday, then you would take pictures until the next 
Wednesday. 
 
You may take pictures at home and any other place that you spend time as you help your child 
get ready for kindergarten. The pictures should give a view of what you think is important for 
your child to succeed in kindergarten. You can also have others who are with you throughout the 
week take pictures of you and your child. 
 
Important 
As a way of showing respect, please ask permission to photograph anyone other than your 
children. Sometimes, people may have private reasons for not wanting to have their pictures 
taken.  
 
Instructions for Using Disposable Cameras 
1.  Remove the camera from the box. It will be sealed in a foil wrapper. 
2.  Remove the foil wrapper. 
3.  Turn the film advance wheel to the right to wind the film to the first exposure. 
4.  Press the flash button on the left side of the camera. You should hear a faint noise  
indicating the flash is starting up. When the flash is ready, you will see an orange light in 
the round hole next to the words “Flash Ready Light”. 
5.  When the flash is ready, stand 4 to 15 feet from the object that you are photographing.  
Use the square window to aim the camera. 
6.  When you are ready to take the picture, press the gray button on top, right side of the  
camera. 
7.  Be sure that the flash is ready when taking all pictures (indoors and outdoors). The  
flash improves the quality of all pictures. 
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Complete photo consent form-Give participant a copy of form 
 
 
Complete demographic form 
 
 
[Number each photo on the back and indicate the number in the taped interview] 
 
 
FOR EACH PHOTO ASK: 
 
1. Who are the people in the Photo? 
a. What is their relationship to you? 
b. Tell me about the people in the photo 
 
2. Where is the location of this photo (get addresses)? 
a. How would you describe the setting? 
 
3. Tell me about what is going on in the photo [Describe this activity]? 
a. How this helping ______ (name of child) is get ready for school? 
b. What ability/skill is this activity helping ______ (name of child) with as he/she 
prepares for kindergarten? 
c. Why is this important for ________ (name of child) to do? 
 
4. What was the time period of this activity (hour)? 
a. Day/date? 
b. Duration (how long engaged in this activity)? 
 
    
NOTE TO INTERVIEWERS:  
We want to get a lot of descriptive detail in participants own words. Be sure to have 
participants talk about the location/setting. For example, is there is a picture of a library or store, 
find out about the library, the store. 
 
 
 
 
 
 
